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RESUMEN 
 
 
El objetivo del presente estudio se enfoca en el análisis de reflexiones y puntos de vista 
de los estudiantes y profesores participantes en cuanto a la implementación de un 
modelo de educación bilingüe dinámico basado en el Aprendizaje Integrado de 
Contenido y Lengua (AICLE) y Translingüísmo (TL) en una institución pública en 
Pereira, teniendo en cuenta los principales retos en la implementación del modelo en sí 
mismo, el crecimiento profesional y el nivel de competencia en lengua. Los 
participantes son estudiantes y profesores de lengua y contenido  de primaria y 
secundaria en dicha institución, la cual hace parte de acuerdos de intervención con la 
Universidad tecnológica de Pereira, entre ellos el Proyecto Change (Cambio). 
 
Los resultados indican que la aplicación de un modelo de educación bilingüe dinámico 
basado en AICLE y Translanguaging ha sido beneficioso para los estudiantes y 
profesores que participan en la implementación de este modelo. Un aspecto a tener en 
cuenta en la ejecución de este proyecto se ha mencionado, el uso de los conocimientos 
previos sigue jugando un papel importante en la ejecución del proyecto. 
 
Por otro lado, el uso de Translingüísmo como herramienta para desarrollar tanto la 
lengua materna como la lengua objetivo, muestra un apoyo importante para los 
participantes. Aquí, los estudiantes-investigadores del programa de idioma Inglés de la  
UTP se basan en slas respuestas del Profesorado a fin de presentar los aspectos 
relevantes mencionados por los participantes. Los ejemplos ofrecen una vista en la que 
se afirma que L1 ha sido beneficioso en el momento de las implementaciones dado el 
soporte para el lenguaje proceso de profesores y estudiantes. 
 
Al mismo tiempo, el papel de las TIC y las herramientas tecnológicas dentro de la 
implementación del modelo, se muestra como un aspecto crucial cuando se trata de 
mejorar las implementaciones de las clases de inglés bajo esta metodología; el uso de 
las TIC dentro de la lección ha sido importante. A pesar de los obstáculos presentes, los 
profesores destacan el uso de herramientas tecnológicas como una herramienta 
innovadora que mejora la motivación, el compromiso de los estudiantes y al mismo 
tiempo ayuda a la forma en que los maestros presentan el contenido de sus materias 
mientras se aprende la lengua extranjera.  
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Igualmente importante este estudio se evidencia desde el punto de vista de los docentes, 
los diferentes aspectos contribuyeron a su desarrollo profesional y añaden nuevas 
prácticas para su práctica. Los participantes de la implementación del modelo de 
educación bilingüe sugirieron que el proyecto les llevó cuestiones esenciales relativas a 
la enseñanza de idiomas y el aprendizaje, así como su aplicabilidad en otras materias. 
Esto también les dio más autonomía para generar nuevas ideas en la enseñanza de los 
temas requeridos dentro de sus clases mediante la aplicación de nuevas técnicas con el 
fin de facilitar el aprendizaje del alumnado y promover la motivación y el interés al 
mismo tiempo. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
5 
 
ABSTRACT 
 
 
     The aim of the current study had a focus on the analysis of teachers´ and students 
reflections and insights towards the implementation of a dynamic bilingual education 
model based on Content and Language Integrated Learning (CLIL) and 
Translanguaging (TL) in a public institution in Pereira, regarding main challenges on 
the implementation of the model itself, professional growth and language proficiency. 
The participants where students and content/language teachers from primary and 
secondary education in a state school which make part of agreements with the 
Universidad Tecnologica de Pereira (UTP) within them the Change project.  
  
      The findings indicate that the implementation of a dynamic bilingual education 
model based on CLIL and Translanguaging has been beneficial to both students and 
teachers who participate in the implementation of this model.  One aspect to take into 
account while implementing this project is mentioned, the use of previous knowledge 
still playing an important role in the implementation of the project. 
      On the other hand, the use of Translanguaging as Tool to develop both Mother and 
Target language, show significant support for participants. Here, students-researchers 
from the English language program of the UTP draw from teachers´ answers in order to 
present relevant aspects mentioned from participants. Examples offer a view where it is 
claimed that L1 has been beneficial at the moment of the implementations given the 
support for both teachers and students language process.  
      At the same time, the role of ICTs & technological tools within the model 
implementation, is shown as a crucial aspect when trying to improve implementations 
of English classes under this methodology; the use of ICT within the lesson has been 
important. In spite of any obstacles present, teachers highlight the use of technological 
tools as an innovative tool that enhance motivation, engagement in students and at the 
same time helps the way teachers present content while learning the foreign language.  
      It is also important to mention that, this study evidenced from teacher’s point of 
view that different aspects contributed to their professional development and added new 
practices to their practicum. Participants of the implementation of the bilingual 
education model project suggested that the project brought them essential issues 
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regarding foreign language teaching and learning as well as its applicability in other 
subject matters. This also gave them more empowerment to generate new ideas when 
teaching the required topics within their classes by applying new techniques in order to 
facilitate students´ learning and promoting motivation and interest at the same time. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
7 
 
ACKNOWLEDGEMENTS 
 
 
This goes to my family, which supported me in each and every moment of this 
journey. My dear mom, Margoth and my brother Daniel who are the motivations that 
keep me moving forward. My dear sister and role model Martha, without your support 
and advice, this would never have been possible. 
 
Being honest I thought hundreds of times about what I would write in this 
paragraph and every time I thought about something different to say. First, I would like 
to highlight the hard work of my partners Diego Ospina and Pablo Reinoso, thanks for 
the patience and thank you for allowing me to learn and improve next to you. Be sure 
you will always find a friend here. 
 
           My deepest words of admiration and respect to our research advisor and director 
of the project we conducted this research, Enrique Arias. Thank you for giving us the 
chance of being part of this amazing project. We will always find inspiring all the 
dedication and passion you devoted to this project.  
 
 
 
 
 
 
Sebastian Jaramillo Piedrahita. 
 
 
 
 
8 
 
       This process of research has been so enriching in order to achieve several 
objectives. I have learned a lot since the beginning of it, I have improve both as person, 
as well as, professional, but it would not be possible without the support and guidance 
of several people that were always there to give me some advices when I needed them. 
First, I would like to thank my family which has being the greatest support during this 
process. My mother is one the most important, her advises and support have being a 
strength that allow me to continue when times were difficult, as well as, my father and 
brothers, they most of the time were providing me with some inspiration to finish not 
just this process of research but the licenciatura program. In addition, being an 
inspiration for them have being such a huge challenge; however, it has being an honour 
and I wish they feel proud of me and my improvement now. 
 
     Second, I would like to express my deep gratitude to professor Enrique Arias 
Castaño, my thesis director, for his advices, his guidance and encouragement to 
complete this research project. In addition, I would like to thank Professors Lina Lerma, 
Daniel Murcia, and Isabel Cristina Sanchez for being my English teachers, the 
responsible of my language development. Furthermore, I would like to thank Professors 
Clara Ines Gonzalez and Rosa Guilleumas, two excellent professionals that help me 
improve as an educator teaching me how to teach.  
 
      Finally, I would like to express my gratitude to all the professors that during my 
studies in the university help me with the improvement of my language and teaching 
skills. I am so happy for being part of this program and this university, and also having 
the opportunity of knowing excellent people that after being my partners became my 
friends and future colleagues. 
 
 
 
Diego Alejandro Ospina Cardona 
       
 
9 
 
 
      It is a must to thank anyone involved directly or indirectly into the realization of this 
paper. I would like to express my special appreciation and to our advisor Professor Dr. 
Enrique Arias, who has been a tremendous mentor for me. I would like to thank him for 
encouraging the development of this research study and for allowing me and my 
partners to grow as a research. His guidance helped me in all the time of research and 
writing of this thesis. Your advice on both research as well as on my career have been 
priceless.  
 
      I especially express warm thanks to my thesis team colleagues, Sr. Diego Ospina 
and Sr. Sebastian Jaramillo for the willingness to work and make this process worth 
even at hardship; and also full enjoyable moments. Your funny, brilliant, kind and 
substantial comments and suggestions will not be forgotten easily. I know it wasn't 
always easy but I always appreciated it. Thanks to you both. Additionally, I would also 
like to thank all teachers and students from the institution where this study has been 
conducted. All of them have been there to support us and collaborate when collecting 
data for this thesis project.  
 
      Taking advantage of this opportunity, I definitely have to and want to give special 
thanks to my family. Words cannot express how grateful I am to my mother and father 
in-law for all of the sacrifices made on my behalf. All your prayers and good wishes for 
me has sustained me thus far. I would also like to thank all of my friends who supported 
me, and incented me to strive towards this goal. Here, I would like express appreciation 
to my beloved brother, who was there to make sleepless nights a little bit funny and was 
always my support to make me stay on foot till the end. 
 
       Besides, I am using this opportunity to express my gratitude to all university 
teachers and classmates who supported me throughout all the courses of this degree. I 
am thankful for their aspiring guidance, invaluably constructive criticism and friendly 
advice each time I need them. I am sincerely grateful to them for sharing their truthful, 
critical and outstanding views on a number of matters.  I cannot thank you enough. 
 
      Without all these people, colleagues and friends as well as their precious support, it 
would had not been possible to conduct this research. I also have to admit I had a blast 
10 
 
getting my degree. I learned so much, saw lots of new things, made lifelong friends, and 
had a ton of fun. I know I have to thank you for all that as well. 
 
With the greatest esteem and respect,  
 
 
 
 
 
Pablo Reinoso. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
11 
 
TABLE OF CONTENTS 
 
RESUMEN..................................................................................................................................3 
ABSTRACT ................................................................................................................................5 
ACKNOWLEDGEMENTS .......................................................................................................7 
INTRODUCTION .........................................................................................................................13 
1. STATEMENT OF THE PROBLEM ..............................................................................14 
2. THEORETICAL FRAMEWORK ......................................................................................20 
3.1 Content and Language Integrated Learning ................................................................20 
1.1.1 Types of CLIL ..........................................................................................................21 
1.2 The 4c’s of CLIL.........................................................................................................22 
1.3 Common Underlying Proficiency ..............................................................................23 
2.2 TRANSLANGUAGING.................................................................................................26 
2.2.1 TRANSLANGUAGING INSIDE THE CLASSROOM........................................28 
2.3 REFLECTION ...............................................................................................................29 
2.3.1 Reflective teaching ...................................................................................................30 
2.3.2 Dimensions of reflection ..........................................................................................32 
2.3.3 Types of reflection ...................................................................................................34 
2.3.3.1   Reflection-in-action ............................................................................................34 
2.3.3.2 Reflection-on-action .............................................................................................35 
2.3.3.3 Reflection-for-action .............................................................................................35 
3. LITERATURE REVIEW ....................................................................................................36 
4. METHODOLOGY .....................................................................................................................46 
4.1 TYPE OF RESEARCH ..........................................................................................................46 
4.2 TYPE OF STUDY ................................................................................................................47 
4.3 CONTEXT ..........................................................................................................................48 
4.4 SETTING............................................................................................................................49 
4.5 PARTICIPANTS ..................................................................................................................50 
4.5.1 STUDENTS .................................................................................................................50 
4.5.2 ENGLISH LANGUAGE TEACHERS ...............................................................................51 
4.5.3 CONTENT TEACHERS .................................................................................................51 
4.6 DATA COLLECTION METHODS .........................................................................................52 
4.6.1 FOCUS GROUP ..........................................................................................................52 
4.6.2 STIMULATED RECALL ................................................................................................52 
4.6.3 OXFORD ONLINE PLACEMENT TEST (OOPT) .............................................................53 
4.6.4 OXFORD ONLINE YOUNG LEARNERS PLACEMENT TEST (OOYPT) ............................54 
12 
 
4.7 RESEARCHER’S ROLE ..............................................................................................54 
4.8 ETHICAL CONSIDERATIONS ..............................................................................................55 
5. FINDINGS AND DISCUSSION..........................................................................................57 
5.1 The implementation of a dynamic bilingual education model based on CLIL and 
Translanguaging. ..................................................................................................................57 
5.1.1 The role of ICTs & technological tools within the model implementation ..............61 
5.1.2 Dynamic Bilingual education model contributes to teacher-participants´ 
professional growth ..............................................................................................................68 
5.2 Use of Translanguaging as Tool to support both Mother and Target language 
Learning ................................................................................................................................72 
5.3 OXFORD ONLINE PLACEMENT TEST RESULTS ................................................80 
5.3.1 General students’ results ..........................................................................................82 
5.3.2 Primary results ...................................................................................................83 
5.3.3 Secondary Results .....................................................................................................85 
6. LIMITATIONS ....................................................................................................................87 
7. RESEARCH AND PEDAGOGICAL IMPLICATIONS ...................................................89 
8. CONCLUSIONS ..................................................................................................................91 
9. APPENDICES ...........................................................................................................................95 
9.1 APPENDIX 1 – Consent Forms ..........................................................................................95 
9.2 APPENDIX 2 -  General Agreement Document ................................................................96 
10. REFERENCES ...................................................................................................................97 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
13 
 
INTRODUCTION 
 
      This study aimed to analyze the way the implementation of a bilingual education 
project took place. The project already mentioned has been taking place since 2010 in 
two of the mega schools of the city of Pereira; however, this study was conducted in just 
one of them. While reading this paper several sections will be found, those sections will 
allow the reader to know how the project is structure and what are the major results 
found regarding this bilingual education project implementation. 
 
      First of all, the statement of the problem will be used in order to provide the readers 
with a context about the way English language teaching was conducted in previous 
years. In addition, the purpose of this study is explained taking into account the impact 
its implementation would have. Plus, in the theoretical framework some key terms are 
consider in this study in order to provide readers with the enough input to understand 
the project and its singularities. 
 
      In the literature review a series of studies conducted taking into account some 
important aspects are presented, by doing that, the researchers allow the reader to have 
more details about the project itself and what data collection methods are going to be 
used. Furthermore sections like the methodology will provide the reader with some 
particular aspects related to this study such us the kind of population, the setting and the 
methods that will be used to collect data. Finally, the results of this study will be 
divided into 3 main categories and after that, the interpretation of them will be exposed 
to give the reader a general overview of the impact the research has had. 
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1. STATEMENT OF THE PROBLEM 
 
A process of social transformations known as Internationalization has been 
widely discussed given the impact that it has in the twenty-first century societies; 
moreover, a wide amount of improvements in technology has resulted in a highly 
connected world, this opened the path to create new possibilities into scenarios such as 
education and learning systems, opening the discussion about how education is 
providing  the skills needed to survive in the 21
st
 century and how to establish global 
learning contexts. 
 
In this vein  and according to Consejo Nacional de Acreditación, CNA (2012) 
Colombian education institutions during the last decades have joined efforts in 
consolidating a quality education system as a response to the challenges set by 
globalization and internationalization processes framing them into two crucial aspects; 
universality and internationalization, these aspects ensure an education that extends 
beyond the classroom and encompass the possibility to access to international 
communities, where global learning takes place.  
 
According to the report from the global language initiative, a project carried out 
by North Western University, (2011) being bilingual in the 21
st
 century globalized 
world empower individuals to face effectively the different challenges that the current 
society sets for us as citizens of the world.  
 
In the same vein, the American Association of Colleges of Teacher Education 
and the Partnership for 21st Century Skills (also known as P21), (2010) exposed the 
demand for a 21
st
 century academic community of teachers, administrators and students 
who are able to interact in different global contexts. Thus, the knowledge of a foreign 
language becomes a fundamental value for the social development of the academic 
community on a universal-international context in order to be part of a globalized 
world. New technologies have been the means for new generations to have a more 
globalized idea of the world. Following this idea, Bonilla (2012) states that it is 
necessary for teachers to remodel their roles and that implies being able to use 
technological devices reshaped by new ways of thinking such as inter-subjectivity, 
collaborative knowledge construction, multicultural understandings, etc. Furthermore, 
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she explains that teachers nowadays need to be aware of the new ways of 
communication that young people exhibit. In other words, teachers’ disciplinary 
knowledge is currently not enough. Teachers need to develop an interdisciplinary 
agenda in their teaching. 
 
Equally important, students are called to use appropriately all sources and 
materials provided by technology in order to ensure the desired learning objectives. 
However, the main goal for teachers is not to find a suitable method to satisfy students’ 
needs, Bonilla (2012) asserts that “the current problem does not rest in having an 
appropriate method for teaching language, but rather in combining principles which 
constitute the basis for teaching more in accord with the demands of society and its 
changing nature” (p. 183). According to De Mejia (2002) in countries such as 
Colombia, the foreign language is seen as an opportunity for the globalization of 
education, including international standards for the development of language education. 
 
    In Colombia, the ministry of education (2014) has published the “Programa 
Nacional de Inglés 2015-2025” aiming to develop competences in the foreign language. 
This will be done by procedures like increasing the number of students graduated from 
vocational education with intermediate English (9.000 to 186.000); increasing the 
amount of language teachers by training 12.000 English teachers, providing schools 
with books in primary and vocational education to improve the amount of learning 
materials in foreign language learning environment, etc. In this program, the application 
and use of language knowledge aims to influence positively areas like technology and 
science, encouraging professional development and competitiveness in global scenarios. 
 
  In Risaralda as an attempt to face the challenges that the national language 
policies set, the Risaralda’s government has created a project called “Risaralda Bilingüe 
2032” where the research group in applied linguistics GILA has shown some innovative 
practices regarding language teaching and the development of the communicative 
competence, skills of comprehension and production in schools of the non-certificate 
municipalities of the department. 
 
Based on the aspects explained above, the challenges set by the 21
st
 century 
societies and the needs to improve language education, a bilingual education project 
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emerged as alternative to promote English language for two state schools in Pereira. The 
project named “Change” a bilingual education model conducted in two state schools 
which seeks to carry out the implementation of a Translanguaging and CLIL-based 
education model. 
 
One of the objectives of the project is decreasing the differences between private 
and public fields and to enhance quality bilingual education which as stated by De 
Mejia (2002) It has been commonly promoted as an exclusive benefit for privileged 
social status; in other words, only those students who attend private schools would have 
access to high quality language education, while disadvantaged populations attending 
state schools have not had the possibility of this kind of exposure.  
 
Consequently, the proposal for the intervention to two public institutions of the 
municipality of Pereira is supposed to be developed into 3 Stages. First, a teacher 
training program in language and content integrated language teaching was developed, 
which would build new bilingual learning spaces in the public institutions and decrease 
the social gap that bilingual education had; the second phase, was focused on teacher’s 
implementation of CLIL-lessons based on the training they received during the first 
phase of the project to develop a model of bilingual education adapted to Colombia’s 
reality; all this with the accompaniment of the research group of applied linguistics 
GILA, who advised the group of teachers on a regular basis providing feedback on the 
implementation of the CLIL- based model. Finally, our proposal framed in third or the 
diagnosis stage where the impact of the whole process is going to be assessed by 
different methods. How teachers’ perceptions towards a foreign language changed after 
being involved in a bilingual education project and also how this affected their 
practicum; moreover, students’ language competences will be assessed to check how 
they were improved and how being exposed to a Translanguaging and CLIL-based 
education changed their concept of learning of a foreign language.  
 
According to research conducted in the two previous stages Mejia et al (2013) 
say that teachers realized their need to improve constantly their teaching practices in 
order fully to meet the requirements set by the implementation of this model. In the 
same sense, Manzur and Ramirez (2014) explain that content teachers express that their 
classes could be “more successful” if their level of proficiency would be higher. The use 
17 
 
of translanguaging also played an important role in the project, and as pointed by 
Manzur and Ramirez some teachers see translanguaging as a helpful method used in 
CLIL classes, but some others consider it as something negative, but they explained that 
it happens because some teachers joined the project in the second stage that was about 
implementation and this show lack of knowledge about a dynamic bilingual model.  
 
At this respect, Baker, Jones and Lewis (2012) present four main benefits of 
translanguaging: First, it may promote a deeper and fuller understanding of the subject 
matter, the use of translanguaging in class could help students to learn easily the content 
given that if it follows a planned, developmental and strategic manner, students will be 
able to think critically about the language and its role in the content and in the process 
of learning itself. Second, It may help the development of the weaker language, in some 
cases students are learning a language which is different to the one his/her parents 
speak; for this reason, the talks about the topic taught in the school are made in a 
different language, and by doing this, they are expanding their knowledge of the topic in 
both languages. Third, it may facilitate home-school links and co-operation, when both 
languages are used in class for specific purposes, the L2 and the content could be 
developed at the same time. Fourth, it may help the integration of fluent speakers with 
early learners. When both languages are used in class for specific purposes, the L2 and 
the content could be developed at the same time. (Baker, Jones and Lewis, 2012). 
 
In addition to this, the development of a CLIL curriculum foreign language 
learning is expected to be more meaningful to the learners and reinforcement in subject 
learning should take place as well; e.g. Graddol (2006) adds that it has a big advantage 
in comparison to regular foreign language education granted that learners are not asked 
to have a high proficiency level to start the process of being taught using this approach, 
as evidenced at the beginning of previous phases of the “change” project, that evidences 
the important role of it in the improvement of all the learners’ language skills, and in the 
same way impulse teacher’s reflection about methods that allow students to understand 
the content and the language used to learn it, taking into account the student’s  need to 
be exposed  to contextualized and functional language. 
 
Likewise, Marsh (2001) suggests that, “CLIL offers opportunities to allow 
youngsters to use another language naturally, in such a way that they soon forget about 
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the language and only focus on the learning topic. It is this naturalness which appears to 
be one of the major platforms for CLIL’s importance and success in relation to both 
language and other subject learning” 
 
Also, Bentley (2010) provides a list of CLIL benefits for the language learners 
and the language curriculum. CLIL aims to First, introduce learners to new concepts 
through studying the curriculum in a non-native language, improve learners’ production 
of the language of curricular subjects, improve learners’ performance in both curricular 
subjects and the target language, increase learners’ confidence in the target language 
and the L1, provide material which develop thinking skills from the start, encourage 
stronger links with values of the community and citizenship and, make the curricular 
subject the main focus of the classroom material. 
 
           Regarding the previous stages of the Change Project (Gallego. Et.al 2013) and 
(Velásquez. Et.al 2013) conducted in the first stage of the project a teacher training program in 
language and content integrated teaching which was supposed to create new bilingual learning 
spaces into the public institutions involved in the Change Project.  Here they found teachers 
positive and negative perspectives towards the training program, some of them perceived the 
project as something to improve in their professional lives and seem to appreciate with positive 
eyes their involvement in the whole project and the beneficial impact that it would have in the 
community. Then in a second stage (Manzur & Ramirez, 2014) focused on teacher’s 
implementation of CLIL-lessons based on the training they received during the first phase 
developing a bilingual education model adapted to Colombia’s reality; all this with the advice 
of a group of teachers assessing the implementation of the CLIL-Lesson on a regular basis. 
Furthermore, Bentley (2010) explains that “compared with the learners who 
study English in ELT classes, most learners who start CLIL in primary school are, by 
the time they finish primary education; more confident using the target language as well 
as their L1; more sensitive to vocabulary and ideas presented in the target language and 
in the  L1” (p.6). This is reflected in Várkuti´s (2010) case study in which the findings 
suggest that students exposed to CLIL methodologies had a better grasp of the foreign 
language in both academic and non-academic contexts, in comparison to students 
exposed to intense language programs. 
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Other studies concerning bilingual implementation consider how reflective 
practices influence teaching implementations. In a study conducted by Gort and pointier  
(2012) it was found that the use of translanguaging led to increase students’ oral 
participation, as they use both languages in conjunction with each other instead of 
translating, which also rise metalinguistic awareness on all languages used inside the 
classroom.  
Therefore, the current research study seeks to be a step ahead in providing 
quality language education to disadvantaged populations, also answering to the 
challenges of the 21
st
 century and globalized societies by teaching students to be 
capable and competent in a global context. 
 
Research Questions 
 
       Having in mind all the mentioned above for it is important to present the research 
questions that guide our study which is framed in the third stage of the change project. 
The main question of our study and the two sub questions are as follows: 
 
 What Impact is seen in the implementation of a dynamic bilingual education 
program in a state school in Pereira using Translanguaging and Content 
Language Integrated Learning? 
 
 What are the perceptions of the teachers, involved in the implementation of a 
dynamic bilingual education model, towards the teaching of a second language 
using Translanguaging and Content Language Integrated Learning? 
 What is the impact regarding language development of the students, involved in 
the implementation of a dynamic bilingual education model, towards the 
learning of a second language using Translanguaging and Content Language 
Integrated Learning? 
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2. THEORETICAL FRAMEWORK 
 
 
The third stage of the “Change” project seeks to weigh the outcomes from the 
implementation of a CLIL-based education model into the state school Jaime Salazar 
Robledo, having into account first the impact that it made on teacher’s practicum and 
second how it affected in student’s learning process and their perceptions towards 
learning a foreign language. This chapter has the purpose of acknowledging the 
concepts concerning the most important issues to have into account during the 
evaluation stage of the project and will explain in detail how they are represented into 
each of the outcomes; Content and Language Integrated Learning, the  method used 
during the whole project which combined the teaching of both content and language 
into the classroom; Translanguaging, which refers to the use of both L1 and L2 for 
different functions; and finally, reflective teaching, which refers to the practice carried 
out by teachers once they have concluded a teaching period in order to evaluate their 
performance. These concepts will provide the study with the necessary theoretical 
principles to organise the focus of analysis. The concept of bilingualism will be 
discussed taking into account Valdes et al (2003), and Baker (2006). Bilingual 
Education and translanguaging will be explored through contributions by Williams 
(2002), Baker (2006) and García (2009). Content and Language Integrated Learning 
will be defined taking into consideration Coyle (1999, 2005), David Marsh (2001), and 
Garcia (2009). Reflective teaching will be explained based on Richards and Lockhart 
(1994), and Zeichner & Liston (1996). 
 
3.1 Content and Language Integrated Learning 
 
Language education has evolved in different ways according to learner’s needs 
and the context it takes place. As a consequence, different approaches to language 
learning appeared as an answer to enhance the way a language is taught.  In this vein, 
Marsh (1994) coined the term Content and Language Integrated Learning (CLIL) to 
describe an approach for learning content through an additional language (foreign or 
second), thus teaching both the subject and the language. This relatively recent 
methodology in language teaching is based on the notion that language is best taught 
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through another academic subject. Marsh (2001) further explains that this could be 
referred to as “dual focused education” due to the fact that there are usually two aims: 
One based on the theme or topic, and another based on the language. He argues that this 
should be done in small amounts during childhood due to the fact that, for various 
widely accepted theories, a language is better acquired during this period. He proposes 
that this be done either by integrating a CLIL program in a school, or even by having it 
as an extracurricular activity; the main idea is for the child to be exposed to some type 
of language instruction within another curricular subject. Marsh (2001) explains that 
this becomes a successful learning process when the child is encouraged to use the 
language and push beyond the “challenge of waiting until I (the student) am good 
enough in the language to use the language” (p.8).  
 
This means that motivation and encouragement play a big role in order for CLIL 
to be effective; students must feel that they are capable of using the language, which 
will concurrently have a positive effect on the content being discussed. Furthermore, 
Marsh (2001) points out that the main foundation of this theory is that language is 
developed as it is used, that is, being used in a real world context.  In this sense, the 
success of CLIL relies on whether the students are able to use the language for a real 
world purpose – their development in school, which in turn also increases their interest 
in learning the language. 
 
1.1.1 Types of CLIL 
 
CLIL is wide term which covers several aspects of the contexts and models. 
Amongst the aspects it involves we can differentiate two types of clil. 
 
Bentley,K.(2010) The TKT Course: CLIL Module 
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1.1.1 Hard CLIL 
  
According to Bentley (2010) Hard-CLIL is where the teaching and learning is 
focused primarily on the subject content and, so it is content-driven. This means that the 
subject content is given primary focus, this applies to both content and the 
administrative implications. For example, a school that uses total immersion – where 
the academic (and possibly social) medium is in the new language–would operate under 
a strong version of CLIL and favour subject concepts and skills in the language being 
taught. 
 
1.1.2 Soft CLIL 
 
Bentley (2010) points out that the soft version of CLIL is one in which the 
teaching and learning is focused primarily on language and so is language-driven. A 
language-driven approach mean foreign language classes using more content than is 
typical of such programs, or using didactic units which make greater use of subject-
based content. The language-driven approach has language learning as its basic 
objective. 
 
1.2 The 4c’s of CLIL 
 
 Coyle (1999) explained some of the aspects that must be considered in order to 
adapt CLIL to different contexts; these, she referred to as “the 4C‟s of CLIL” – content, 
communication, cognition and culture. She argues that these are factors which are 
intertwined in each other and in language teaching; therefore, they must all be 
considered in order to create an appropriate CLIL based activity. Firstly, Coyle (1999) 
defined content as the starting point, from here, it is decided what is going to be taught 
and what language considerations are necessary; content is subject to the theme of the 
project. Next, cognition is important because in order for CLIL to be effective, it must 
challenge students thinking skills in some way and go slightly beyond their current level 
in order for them to have to think and analyse the information provided to them, in other 
words, to stimulate their creative thinking. Here, there should be consideration for 
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Bloom‟s taxonomy (1956), which states different levels of cognitive processes that 
range from low to high order thinking skills. Communication is also considered as it has 
been stated that language in use is the best way to learn it; this means that in order to 
have a successful CLIL experience, learners must be able to interact when they are 
learning the language. Lastly, culture is a factor which is embedded in the whole 
process; hence, according to Coyle (1999), refers to the individual awareness of self and 
others, in other words, our sense of citizenship, which undoubtedly makes part of the 
language and the content being taught to the students. These aspects, and how they are 
handled, must be considered in order to create a successful CLIL based lesson. 
 
 Coyle (1999) explains: “(…)the 4Cs framework suggests that it is through 
progression in knowledge, skills and understanding of the content and engagement in 
associated cognitive processing, interaction in the communicative context, developing 
appropriate language knowledge and skills as well as acquiring a deepening 
intercultural awareness through the positioning of self and “otherness”, that effective 
CLIL takes place” (p.4). As it was shown, Coyle (1999) arguments the importance of 
the 4Cs covering the different aspects to consider when developing a CLIL 
methodology. She argues that if each of the 4Cs is acknowledged, students are more 
likely to have a significant learning experience. However, having defined and explained 
the pillars of the CLIL methodology, it is necessary to include some of the real life 
challenges faced when attempting to apply this methodology. 
 
1.3 Common Underlying Proficiency 
 
  According to Cummins (1981), academic language skills developed in the L1 
will transfer and therefore contribute to the development of academic skills in the L2; he 
defined this as the common underlying proficiency this makes possible “the transfer of 
cognitive/academic or literacy-related skills across languages” Cummins (1983) (p.5)  
The  process of transferring is more likely to take place from a minority to majority 
language since in words of Cummins (1983) “the greater exposure to literacy in the 
majority language and the strong social pressure to learn it make the transfer process to 
occur”. The common underlying proficiency principle is explained in the next figure.  
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Cummins (2000) differentiated the skills for understanding and producing basic 
communicative language and/or academic language, which are expressed as BICS – 
Basic Interpersonal Communicative Skills, and CALP – Cognitive Academic Language 
Proficiency. 
 
1.3.1 BICS – Basic Interpersonal Communicative Skills and CALP – Cognitive 
Academic Language proficiency 
 
  Cummins (2000) defined BICS as the phonological, syntactic and lexical skills 
that are necessary to function in everyday interpersonal concepts, and CALP as the 
required ability to reflect upon surface features of language outside immediate 
interpersonal concepts. These concepts define language proficiency in an individual, 
and they are conceptualised in a continua that includes two dimensions: the amount of 
contextual support and the cognitive demands; they are illustrated in the following 
figure  
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 The first continuum makes reference to the contextual support for expressing or 
receiving meanings. One extreme is referred to as a context embedded communication 
in which the participants have situational cues as support in communication, especially 
via body language and feedback; on the other hand, context reduced communication 
refers to the situation in which few cues can be conveyed for the meaning being 
transmitted. The second continuum or dimension is the level of cognitive demands 
required in communication. At one extreme, cognitively demanding is evidenced in 
contexts where language production is consciously organised at some extend; hence, 
difficult concepts are addressed; and cognitively undemanding when the individual is 
largely automatized and requires little active cognitive involvement. 
 
       CALP is situated in quadrant A, since such ability is required in classroom tasks 
in which language is academically advanced; therefore, there is content reduced 
communication and it is cognitively demanding. BICS is situated in quadrant D in view 
of the fact that it is necessary the processing of information that is relatively simple: 
talking about the weather, for example. According to the author, second language 
proficiency in BICS develops independently of first language’s fluency in BICS; in 
contrast, CALP develops inter-dependently and can be promoted by one of the 
languages or both in an interactive way.  
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2.2 TRANSLANGUAGING 
 
Baker (2006) defines translanguaging as the parallel use of two languages in the 
classroom with the aim of developing language skills in both languages and 
contributing to a deeper understanding of the subject matter being studied. The concept 
of translanguaging is a more specific term than the general umbrella term “concurrent 
use of two languages”. He cites Williams (1994) who argues that the amount of each 
language in the classroom is not the relevant issue in translanguaging, but rather the 
purpose and the activities carried out in each language. Also, the aim of translanguaging 
should be the development of Academic Competence (CALP) in both languages, which 
means that students should be exposed to the same concepts in both languages so as for 
them to learn content knowledge in L1 and L2. 
 
 Garcia (2014 ) asserts that translanguaging (TL) is a complex process in which 
students are able to use both their mother tongue and their target language for different 
purposes and TL assumes that languages needs to be in contact in the bilingual. On 
other hand, code-switching consider languages as separated and joined just for learning 
purposes. Furthermore, Garcia (2014) pointed that “translanguaging is more than code 
switching, which considers that the two languages are separated systems (or codes) and 
are “switched” for communicative purposes…” (P 7) 
 
Bilinguals do not have two linguistic systems isolated, but they have one system 
divided into two and they could take what they consider as relevant in the context they 
were in order to achieve a specific task. Makony and Penncook as cited in Garcia (2014) 
pointed out that: 
“Bilinguals possess only one complex linguistic repertoire from which 
bilingual learners select features that are socioculturally appropriate for the 
academic (or communicative) task at hand. Bilinguals do not have simply an 
L1 and an L2, but one linguistic repertoire with features that have been 
socially assigned to constructions that are considered languages including 
academic ones…” (p8) 
 
  Different views of translanguaging have been raised during the last decades; as 
pointed out by Garcia (2013) “translanguaging is not a mere strategy. It compromises a 
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bilingual learning theory especially for language-minoritized populations”. She also 
explains that “translanguaging becomes the framework for conceptualizing the 
education of bilinguals as a democratic endeavor for social justice.” (P 7). As some 
theoreticians like Garcia cited by Garcia (2014) defined translanguaging as a learning 
theory; others like Baker cited in Baker, Jones and Lewis (N.D) define this term as a 
process rather than a strategy or a learning theory that helps students to clarify what 
they need to learn or what they should use in order to interact with the others and their 
environment, he explain that “translanguaging is the process of making meaning, 
shaping experiences, gaining understanding and knowledge through the use of two 
languages” (P 1) 
 
   The use of both the mother tongue and the target language in class should not be 
forbidden due to the needs students have to interact between those languages for the 
amount of purposes that the classroom environment presents to them. Translanguaging 
gives the opportunity to students and teachers of transfer some features of their L1 into 
their TL. Creese and Blackledge (2010) suggest that teachers can use translanguaging 
with pedagogical purposes and students can respond to it. 
“… “languages” do not appear separate […] but rather a resource to negotiate 
meanings and include as much of the audience as possible […] The speaker uses 
her languages in a pedagogic context to make meaning, transmit information, 
and perform identities using the linguistic signs at her disposal to connect with 
her audience in community engagement.” (P. 108-109)[SJ7]  
 
 Inside bilingual classrooms, the use of the mother tongue and the target language 
can be established as a way to carry out different sets of tasks. In a research article about 
Translanguaging in the Bilingual Classroom. Creese & Blackledge (2010), point out 
that facilitators and students can agree the extent to which first and foreign language can 
be used, it happens as, “they sense the limits of what is acceptable in terms of the use of 
one language in relation to the other…”(p.110). They support this idea based on the fact 
that, “…the teacher is aware of her learners' bilingualism- its range and limitation and 
the identities that make use of it”(p.110). A similar level of awareness is shown in 
students as these authors explains “The students, too, are aware of their teacher's 
expectations and identity positioning, which are played out through bilingualism” 
(Creese and Blackledge, 2010, p.110). 
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  Young learners use their mother tongue and the target language in a process of 
translanguaging when they need to complete complex tasks, as stated by Garcia (2014) 
young bilinguals use their whole repertoire (L1 and L2) when they face a situation in 
which they should achieve higher standards of thought, creativity and language use; it is 
common in bilinguals to use this strategy, which monolinguals cannot do because of the 
limitation that their learning process has. (p 7) 
 
2.2.1 TRANSLANGUAGING INSIDE THE CLASSROOM 
 
  The use of translanguaging facilitates the exchange of information, and improves 
understanding of the foreign language. In this regard, Orellana & García (2014) argue that. 
“The kids moved seamlessly across supposed language barriers as they sometimes 
literally translated and sometimes just drew on their full linguistic toolkits to 
communicate with and for others as they sometimes literally translate, and sometimes 
just speak in their two languages, and draw on their meanings.” (p.387). Children do this 
frequently in language classes although some teachers do not even realize the importance of 
such important tool that learners use to dominate. Similarly, suggestions have been made in 
order to identify what children actually do when they use translanguaging; they seem to 
adjust “their languaging to social conventions that require them to speak in one way in 
some settings, in another way in other settings… [they are] drawing from their entire 
linguistic repertoire and not these two separate containers that have totally separate 
features and that exist separately for the child”. (Orellana & García., 2014, p.387). 
 
  Orellana & García claim that “the ability to translanguage is a gift that has been 
invisible” (p.387). Following this idea, the way in which the first language –Spanish in 
this case- is seen inside English language classrooms suggests that one language should 
be taught separately one from another. Additionally, these two authors point out that 
“We never think that Spanish could be used not only as a scaffold to learn English, but 
actually as a way to expand English”. (p.388). That means that the role of the mother 
tongue can be a key factor to increase the results of learning processes; several authors 
like Orellana & García ask about the effects inside the classrooms if the ancient and 
common perception of “monolingualist frame” that emphasizes the importance of 
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distinguish between one language and the other is replaced. (p.387). On this subject, 
Orellana & Garcia (2014) wrote: 
A translanguaging lens really questions the idea that there is a monolingual way 
of acting. In a sense, it does away with monolingual education. It would mean 
that teachers would have to acknowledge and work with the language practices 
that all children bring into classrooms, because the only way to make sense of 
school language is to start from what one knows and to integrate it. (p.388) […] 
this thinking breaks away from the prevailing mold of bilingual education: a 
teacher who speaks the other language, which implies, of course, that you only 
have one other language group in the classroom. (p.388). 
 
  They see the implementation of translanguaging as a manner to promote a shift 
in language teachers´ understandings; where they can realize that there cannot be a 
single language within a classroom, given the fact that there will always be students 
with several language backgrounds. 
 
  All in all, translanguaging allows a constructive learning environment in the 
classroom where bilingual education is taking place. Doing this requires a change from 
teachers in terms of the view of first and second language; “Translanguaging challenges 
traditional concepts of language, traditional concepts of bilingualism, traditional 
concepts of bilingual education, but also traditional concepts of what teaching is, 
because it takes a teacher who deeply believes in this process and who engages students 
where they are”. (Garcia, 2014, p.388). The contributions from different sources on the 
issue clarified the use, importance, benefits and influence of translanguaging; 
Furthermore, it set a clear role in the dynamic model as defined by Garcia (2009) and 
which framed this project in terms of teacher’s implementation of CLIL lessons and 
students learning process of a foreign language. 
 
2.3 REFLECTION 
 
 In words of Jasper (2003) reflection is “the way that we learn from an 
experience in order to understand and develop practice” (p.1). Reflection or thinking 
about experiences help us to analyse, consolidate behaviours  when successful as well 
as to modify them based on our mistakes; furthermore, this process allow individuals to 
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build up new knowledge by adapting and making connections to their previous 
expertise. Richards (2008) argues that reflection includes the recall of the decisions 
performed and the examination of the experiences all the above used as a method of 
evaluation and decision-making and as a patch for the process of planning and 
improvement of actions in the future. Richards (2008) goes beyond as he explains that 
reflecting is more than just knowing how to do something, it is mainly knowing that 
there is a need of asking about the reasons why determined method or material is used 
and also, what to use them. 
 
Within the implementation of CLIL methodology, reflection plays an important 
role given the fact that the English language teachers need to analyse and reflect on 
different issues concerning their teaching practice. Richards (2001) states that reflective 
teaching refers to changes in the way teachers usually perceive their classes, attitudes, 
and behaviours so that critical reflection can be done. This author defines reflective 
teaching as an approach to second language teaching and learning in which the 
facilitator collects and obtains data about teaching experiences; based on the data 
obtained, the teacher examines certain issues such as the attitudes, beliefs and 
assumptions and use the information as a basis for critical reflection. 
 
2.3.1 Reflective teaching 
 
 Reflection in teaching plays an important role not only in teachers’ professional 
development. also, it will allow the researchers to explore the process and to have 
different perspectives and understand complex details in teaching that cannot be 
evidenced through any method employed in research; even though observations provide 
helpful views and perspectives of what happens in the classroom, other important issues 
and knowledge can only be perceived by teachers and others in the institutions. The 
concept of reflective teaching generally refers to the process that supports the teaching 
practices, as it allows teachers to judge and question their actions and their effects on 
students while carrying out their lessons, and which entails a professional development 
process as well as students‟ continuous learning. 
 
Zeichner & Liston (1996) define reflective teaching as the teachers’ action for 
questioning about the goals and values that guide their work, their assumptions and the 
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context in which they teach. The authors make a distinction between teacher as a 
technician, and teacher as a reflective practitioner. The former refers to the situation in 
which a teacher thinks about a classroom issue, but her/his thoughts operate from a 
number of fixed assumptions that are not questioned; and the latter describes a teacher’s 
examinations of his/her own behaviours, the context in which a classroom issue occurs, 
and the restructuration of the examined activity hoping to reach improved student 
learning. 
 
According to the authors, a reflective practice movement entails certain 
recognition of teaching goals, ends and purposes, playing leadership roles in curriculum 
development and school reform. Zeichner & Liston (1996) explain: 
“Reflection also signifies recognition that the generation of new knowledge 
about teaching is not the exclusive property of colleges, universities, and 
research and development centres. It is a recognition that teachers have ideas, 
beliefs, and theories too that can contribute to the betterment of teaching for all 
teachers”. (p. 5) 
It is explained that, as Lytle and Cochran-Smith (1993) stated, the complexity of 
teaching is better understood by the teachers themselves as they are directly involved in 
the real classroom, and these perspectives and complexities cannot be totally detected 
by external researchers, no matter what methods of study are employed. For this reason, 
there is a need of including the knowledge of teachers and others who work at schools 
in the educational research community. Schon (1983), states that the understanding of 
the teacher as a reflective practitioner involves their practices, which the author calls 
knowledge-in-action, which means that “the process of understanding and improving 
one’s own teaching must start from reflection on one’s own experience”. (p.6) 
 
The authors also explain that theory and practice are embedded in teaching, and 
there must be recognition of teachers as producers of theoretical knowledge about 
teaching through their practice. One of the practical theories that are mentioned is the 
one elaborated by Handal and Lauvas (1987), who describe three levels of practice that 
integrate teachers‟ practical theories and their actual daily action. This is presented in 
the following figure: 
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Levels of teachers’ practical theories by Handal and Lauvas 
 
  The first one is the level of action (P1) where the teacher carry out his lesson, 
explains, asks questions, gives assignments, monitors work and evaluates. The second 
level (P2) is planning and reflection in which teachers question their actions in the 
classroom, considering “why they do what they do”, it includes reflections on thoughts 
and preparation while planning, as well as reflections on actions after the teaching 
process trying to learn from those actions. Finally, the third level is the level of ethical 
consideration (P3), where teachers consider the moral and ethical basis of their actions, 
questioning whether they contribute to a caring classroom environment or not. 
 
2.3.2 Dimensions of reflection 
 
    The authors consider relevant to highlight the ways in which teachers’ theories and 
practices can lead to reflective teaching, and the time frame in which it takes place. 
Therefore, they propose five dimensions of reflection that are described as follows: 
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1.      RAPID REFLECTION Immedate and automatic 
2.      REPAIR Thouthfull 
3.      REVIEW Less formal 
4.      RESEARCH More systematic 
5.      RE-THEORISING and RESEARCH Long-term 
Zeichner & Liston’s dimensions of reflection 
 
 The first dimension of reflection which is called rapid reflection happens when 
teachers reflect immediately and automatically while they are acting. This tends to be 
personal and private. The second dimension is called repair and involves a quick pause 
for thought before taking actions. The third dimension of reflection, review, takes place 
after the action is complete (as well as all the following dimensions). This happens 
when teachers think about things that already happened and may modify their existing 
plans. The fourth dimension of reflection is research, and entails a more systematic 
observation of issues for posterior changes in teaching practices. The fifth and final 
dimension, re-theorising and reformulating, makes reference to a more rigorous 
reflection in which teachers critically examine their practical theories and relates them 
with public academic theories. 
 
 The authors conclude by stating that although these five dimensions of 
reflections are not evidenced in all teachers, they describe stages of considerations at 
different times and with different lengths, which make all five time frames necessary in 
all theoretical practices of reflection. 
 
 A second definition regarding reflective teaching that is relevant to be included 
in the current study, is the one stated by Richards and Lockhart (1994), who emphasise 
the reflective practices in second language classrooms. The authors perceive reflection 
as the actions in which teachers and students collect data about teaching, examining 
their attitudes, beliefs, assumptions, and teaching practice, for using that data as basis 
for critical reflection about teaching, which will allow teachers to evaluate their 
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teaching, decide if they need to change any teaching practice, develop strategies for 
change, and monitor the effects when implementing these strategies. 
 
 The process of exploring teaching requires to look objectively teachers‟ 
practices and to reflect critically on what one discovers; this brings the advantage of 
achieving a better understanding of one’s own assumptions about teaching and specific 
teaching practices. The authors explain that “it can lead to a richer conceptualization of 
teaching and a better understanding of teaching and learning processes; and it can serve 
as basis for self-evaluation and is therefore an important component of professional 
development”. (p.8) 
 As a conclusion, it can be stated the inclusion of reflective teaching procedures 
in the current study are highly relevant due to the fact that they allow teachers to have a 
conscious process of their teaching practices for further changes that will eventually 
influence their students‟ improvement in learning. Moreover, the evidence collected of 
those reflections will help the researchers to have a better understanding of the 
perceptions that the teachers have towards the procedures being implemented at the 
schools, and that is exactly what is intended to explore in this project. 
 
2.3.3 Types of reflection 
 
 As a way to examine better the teachers perceptions about some procedures 
being currently implemented, reflective practice give teachers several opportunities to 
analyse attitudes, increase and improve their skills, and most importantly, to reflect on 
the ethical considerations of teaching. Additionally, it encourages teachers to think on 
their practicum and critically reflect on the way they teach and also on the reason for 
teaching using a particular procedure. In other words, it promotes the development of 
better teaching practices. Farzaneh & Khatib (2014) draws on Farrel’s ideas (2004) to 
show three main types of reflective practice regarding teacher reflection: 
 
   2.3.3.1   Reflection-in-action 
 
 In this reflection type, teachers are guided in the decision-making process, 
depending on the teachers´ interactions. Reflection-in-action takes place when teachers 
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assume their teaching knowledge as a routine given that many of the techniques or 
procedures used in the classroom become typical (Farzaneh & Khatib 2014). 
 
   2.3.3.2 Reflection-on-action 
 
 This kind of reflection has in its insides a metacognitive process in which a 
conscious process of thinking is include. It also incorporates planning as well as 
remembering teacher´s practices already done in order to reflect about what was done 
and identify pitfalls (Farzaneh & Khatib 2014) 
 
    2.3.3.3 Reflection-for-action 
 
This type of reflection is proactive in essence, it consists on the results expected from 
other types of reflection as the awareness gained from previous reflection processes is 
not useful if it is not to be used to be better in a subsequent action (Farzaneh & Khatib 
2014). 
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3. LITERATURE REVIEW 
 
Over the years the subject of teaching English as a foreign language has 
motivated research studies on how bilingualism can be best fostered in the education 
system. In this sense, there have been many definitions of bilingual education, and how 
it should be implemented. For the present research the term CLIL which according to 
Marsh (2002) cited in Rodriguez (2012), describes educational methods in which 
“subjects are taught through a foreign language with dual-focused aims, namely the 
learning of content, and the simultaneous learning of a foreign language” and the term 
Translanguaging which refers to “the use of all language repertoire in order to make 
yourself understood, convey certain meanings creatively and criticality […] which leads 
to compare different language features as well as to mix both languages according to the 
situation and your current needs” (Wei (2011) cited in Gunnarsson (N.D) are main 
issues to focus on. 
 
As the present study is focused on using both L1 and L2 inside the classroom, it is 
necessary to adapt a particular methodology in order to carry this out; this is the Content and 
Language Integrated Learning (CLIL) methodology. Several studies on the topic show results 
suggesting that this method brings a positive effect on second or foreign language learning in 
the classroom context. To start with, Arantxa, H., Lasagabaster, D. (2015) contribution to the 
field will be taken into account as it aimed to assess the effectiveness of a CLIL module on 
affective factors, and to test the purported blurring effect of CLIL on gender differences 
in foreign language learning. Consequently, Várkuti´s (2010) case study is explored, in which 
the findings suggest that students exposed to CLIL methodologies had a better grasp of the 
foreign language in both academic and non-academic contexts, in comparison to students 
exposed to intense language programs. Furthermore, in a case study conducted by McDougald 
(2009), is analyzed as it was found that in order to develop successful CLIL environments 
in Colombia it is imperative to understand and use English across the curriculum. 
Similarly, Banegas (2012) is taken into account as the results of the study suggests different 
ways to include CLIL taking into account the Argentinian contexts as an example to 
every EFL context around the world. 
 
Additionally, through this study the inclusion of literature regarding 
Translanguaging as well as case studies showing where the term comes from and its 
advantages is required. In this sense, work of Gort & Pointier (2012) has been 
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considered given that it analyses the way in which both languages can be used in 
conjunction with each other, while avoiding translation. In order to take a look at the 
role and use of translanguaging in other contexts, Gunnarsson (N.D) contribution to this 
matter found that the use translanguaging led to increase students’ oral participation, 
increase fluency and rise metalinguistic awareness on all languages used inside the 
classroom. Other studies concerning the matter of Translanguaging are intended to be 
compared to consider how reflective practices influence teaching implementations. The 
study conducted by Velasco & García (2014) concludes that Translanguaging can be 
used as a resource to scaffold the writing process; besides, they found that 
Translanguaging can also be used in the process of writing (planning, drafting, and 
production). 
 
To begin with, when conducting a dynamic bilingual education model, Content 
and Language Integrated Learning (CLIL) practices need to be implemented.  The 
researches at the university of Basque Country, aimed to assess the effectiveness of a 
CLIL (content and language integrated learning) module on affective factors 
(motivation and self-esteem), and to test the purported blurring effect of CLIL on 
gender differences in foreign language learning. Forty-six students in their fourth year 
of compulsory secondary education were administered a background questionnaire, a 
questionnaire on motivation and self-esteem, and a vocabulary test. Participants’ 
learning of vocabulary was tested on a pre-test, immediate post-test and delayed post-
test design. Results revealed that CLIL can help reduce gender differences in 
motivation. Similarly, vocabulary tests indicated that the CLIL module had a similar 
positive effect on both male and female students’ learning of the technical content-
related vocabulary. 
      
In a related case study, Várkuti (2010) developed a study regarding the effect 
that CLIL has on student’s linguistic competence both in conversational and academic 
use, in comparison to students´ receiving intense foreign language teaching, in the 
Hungarian context. Várkuti proposed CLIL as more successful approach than intensive 
foreign language teaching when trying to improve language learning. Furthermore, that 
CLIL improved not only linguistic, but also cognitive development of students, as 
shown by the academic and non-academic contexts where language is used. 
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The participants in this research were divided in two groups; A first group called 
the experimental group (CLIL students); this group consisted of 816 students from eight 
different Hungarian-English secondary bilingual teaching units randomly selected. The 
other group known as the control group, conformed by 631 students from nine 
randomly selected monolingual secondary schools that participate in various intensive 
English language programs. Both schools wanted students to achieve a C1 level 
according to the Common European Framework of Reference for Languages (Várkuti, 
2010). The author reports that in terms of linguistic competence, the CLIL group 
performed significantly better than the non-CLIL group. CLIL students obtained better 
results in all the measured conversational areas than the control group as they had “a 
larger social vocabulary, more often correct usage of basic grammar rules, and the 
required skills to apply when producing correct answers on the tests” (Várkuti, 2010: 
14). Likewise, they showed a sociolinguistic awareness in the use of the language as 
well as a higher proficiency in producing conversational English. 
       
Regarding the linguistic competence, the author found that CLIL students 
performed significantly better in the cognitively and more demanding academic 
language test than those in the control group. In spite of the fact that the experimental 
group (CLIL students) achieved better results in the exercises, the same level of 
challenge was evidenced in both groups. This supports the idea that certain language 
areas are more challenging to students than others, without taking into account the 
approach used. It is important to realize that, the conversational language of both groups 
was higher. Results showed that the conversational proficiency in both groups were in 
higher levels in comparison to cognitively more demanding language, which 
demonstrates that both teaching approaches are good enough to learn the language 
required for social interaction. It is worthwhile to mention that, CLIL students had a 
sophisticated vocabulary, better skills to apply grammar rules, as well as more 
confidence and awareness of language use. 
 
These findings are relevant for the present study as they highlight the positive 
effects of CLIL methodology on linguistic competence, providing evidence that when 
CLIL is adapted, students develop more cognitively demanding language, as required 
from an academically challenging environment. In this sense, it can be used as a suitable 
method of teaching in a dynamic bilingual education model which aims at developing 
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both students‟ basic interpersonal communication skills, as well as their cognitive 
academic language proficiency. 
 
Likewise, Banegas (2012) in his study conducted in 2011 in Argentina with pre- 
and in-service teachers that were from different places of the country, aimed to identify 
the different challenges and drawback that teachers and teacher in development faced 
because of their training to respond to the new issues that CLIL involves. Additionally, 
it described pre- and in-service CLIL teacher development opportunities based on 
personal experiences at the University of Warwick. The participants were thirty 
teachers, they were provided with a workshop that took place over the course of two 
days; most of the teachers taught in secondary schools. The workshop was divided into 
two sections, the first one provide participants with instances of experimental learning. 
Divided into 3 language-driven sections, the first one related to population density and 
pyramids. The second one was about the history of rock music and the third one was 
about addressing environmental issues. In the second part of the workshop the 
participants were asked to discuss about how they felt in the previous exercises and 
were provoked to think in the materials needed to follow a CLIL class.  
 
The findings show that (1) the participants seemed to have benefited from the 
scaffolding process, (2) All teacher education programs in Argentina must be revised 
and due to the fact that they should include instances of congruent methodologies, (3) 
As the education in Argentina is guided through models in the different subjects it could 
be useful to the teaching of CLIL. In conclusion, as CLIL is an innovative method it 
implies benefits and challenges, and the implementation of this model should be 
negotiated in the academic community. That is to say, the article suggest different ways 
to include CLIL taking into account the Argentina contexts as an example to every EFL 
context around the world. 
 
In relation to the Colombian context, McDougald (2009) in a related case study 
intended to describe the state of language and content in Colombia, the underlying 
principles as well as the future of CLIL in Colombia. In this study, the author analyzed 
features of bilingual education through the use of non-language subjects (Content and 
language Integrated Learning). First, he took into consideration work of Crystal, 1995, 
1997; Fishman, Cooper, & Conrad, 1977; McArthur, 1998, 2002 in Kaufman & 
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Crandall, 2005 to argue that the spread of English throughout the world in recent years 
has resulted in its major role and high prestige in the academic, cultural, and political 
landscape of a growing number of countries.  
 
Additionally, the author uses Buchholz (2008) ideas to suggest that when 
learners are in contact with a language other than its mother tongue while learning non-
language matters, the acquisition process can supported. McDougald (2009) draws from 
Graddol (2005) to say that English is becoming more a core skill which has change the 
way English language is seen and how it is taught. In addition, the researcher follows 
Mejia (2002) ideas to classify bilingualism in Colombia into two cases: “additive 
bilingualism” and “subtractive bilingualism”. In the same vein and based on Marsh & 
Langé (2000), McDougald explains that in a CLIL class there are two main aims, the 
first one associated to the subject or the topic and other related to the language, making 
reference to CLIL as dual-focused education. Similarly, He draws from the findings of 
Krashen & Biber (1988) in second language acquisition; the author explains that a 
critical element in effective English as a second language instruction is access to 
comprehensible input in English. 
 
The author highlights in this study the role of English in bilingual education in 
Colombia and express that there are various approaches to how content and language 
are integrated, mainly because every institution has a different meaning of the concept 
of “bilingualism”. Which supports that in many cases the teacher is the one that is 
required to decide teaching methods and content related to focus on; according to 
McDougald (2009), this creates a huge variety of CLIL teachers as several approaches 
to combine content and language are been used. To support this, the author cites Marsh 
& Langé (2000) who describes that in CLIL the learning of language and other subjects 
is mixed in one way or another.  This paper, also take a look at the Principles of CLIL 
taking into account the work of Marsh (2002) and its 4Cs Approach. Moreover, the 
author draws from Marsh to support that cultural awareness, internationalism, language 
competence are between the benefits that can be seen when implementing CLIL. 
 
  Finally, the need of re-training teachers on different teaching methods as well as 
different ways of working with content specific language in a CLIL environment was 
established. In fact, the opportunities for content specialist to know more about 
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language learning and teaching in order to successfully promote the students’ language 
skills is a main need. McDougald (2009) found that in order to develop successful CLIL 
environments in Colombia it is imperative to understand and use English across the 
curriculum which has become a requirement as a result of globalization. Significant 
correlation between the content that is managed within the field of bilingual education 
and problems for the students was found, due to the way in which the content of subject 
matters is taught. 
 
For this research, the aspects analyzed by these authors in Argentinian and 
Colombian contexts can add to the basics to start the change needed inside language 
classrooms in terms of both teachers´ and students´ needs and motivations towards 
CLIL. However, more research on CLIL needs to be conducted in Colombia in order to 
establish better teaching practices. 
 
On the other hand, several studies with relation to Translanguaging (TL) have 
been carried out. At this vein, Gort and Pointier (2012) researchers from the School of 
Education and Human Development, at the University of Miami conducted an study 
into bilingual pedagogies in dual language preschool classrooms exploring the nature of 
teacher talk, emphasizing  on the way they used English and Spanish at different 
classroom interactions to support learners emergent bilingualism. They aimed to found 
out functions of teachers language practices in bilingual interactions, as well as their 
language choices in bilingual interactions with children.  The study was conducted in 
two preschool classrooms that were enrolled within an additive Spanish/English dual 
language program in the United States; two teachers were assigned to each classroom.  
   
The participants were both the teachers and the students: the four teachers were 
females who had completed two-year degrees in early childhood education, and were 
native speakers of Spanish. The student participants‟ ages ranged from 4 to 5, and they 
reflected the community´s diversity in terms of cultural, ethnic, linguistic, and socio-
economic background. Gort and Pointier (2012) reported that teachers used each 
language strategically and flexibly to accommodate students’ needs as well as to 
negotiate several functions in the classroom; they modelled the use of the target 
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language in order to scaffold their participation in classroom activities by affirming their 
statements (“yes”, “very good”), asking questions to clarify what students said, use of 
monolingual speech to give instructions, etc. Teachers also used monolingual language 
practices in order to provide relevant academic vocabulary in the target language, to 
assess students‟ knowledge, to provide new information in order to expand a child´s 
schema. 
 
           In conclusion, it was found that the use of both languages in the classroom 
fostered emergent bilingualism when they were used collaboratively, rather than against 
each other. Using the students‟ native language is seen as a positive scaffolding tool 
which compensates for their lack of knowledge of the foreign language; bilingual 
speech is useful both as a communicative as well as an academic resource. This is of 
importance for the present study in view of the fact that it deals with the use of both 
languages as means of instruction within the classroom. It sheds light on the way that 
both languages can be used in conjunction with each other, while avoiding translation. 
For the current study, it is important that teachers who implement dynamic bilingual 
lessons are aware of the specific moments in the lesson that either language is used, in 
other words, when translanguaging best benefits students. 
 
In a related case study conducted by Gunnarsson (N.D), it was explored English 
Language Education as well as the role of translanguaging in Swedish education, 
emphasizing on the way students used English and Spanish paying attention particularly 
on which Language of thought students used during the writing of an essay in English. 
The study was conducted in selected Swedish classrooms. Based on Wei (2011) 
Gunnarsson (N.D) asserts that translanguage implies the use of all language repertoire 
in order to make yourself understood, convey certain meanings creatively and criticality 
which leads to compare different language features as well as to mix both languages 
according to the situation and your current needs. Consequently, teachers need to use 
each language strategically and flexibly depending on students´ needs and to convey 
different functions in the classroom.  
 
The author also used work of García & Wei (2014) to offer a clarification 
between the terms translanguaging and code-switching; regarding this, she quoted 
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“translanguaging differs from the notion of code-switching in that it refers not simply to 
a shift or a shuttle between two languages, but to the speakers’ construction and use of 
original and complex interrelated discursive practices that cannot be easily assigned to 
one or another traditional definition of language, but that make up the speakers’ 
complete language repertoire”. It was also reported that research on translanguaging 
shows significant results in terms of benefits; Gunnarsson (N.D) draws from 
Canagarajah (2011) as well as from Creese & Blackledge (2010) and Lin (1999) to 
point out that translanguaging balances the power-relations among languages in the 
classroom and also students´ confidence and motivation increases.  
 
Additionally, she used the theoretical concepts of Hornberger (2005) to support 
the idea that translanguaging as a strategy maximizes learning, given the fact that the 
message of the instructor is more easily conveyed, students comprehend the message 
easily, the understanding of the class content increase and students can communicate in 
any language in order to get their point across or collaborate with other students; what is 
more, a focus on function rather than form increase student motivation and students´ 
participation in class discussions. Moreover, it was evidenced that in order to use 
translanguaging in Swedish classrooms students need to draw on their complete 
language repertoires when learning, students also need to collaborate with other 
students that speak the same language in order to help them learn. Here, Gunnarsson 
(N.D) used the idea of a “translanguaging space” proposed by Wei (2011) to assert that 
a classroom atmosphere should be created, where translanguaging can be accepted as a 
norm. Similarly, the author suggests that teachers should be open to use different 
language tools (ICTs, dictionaries, etc), promote students participation in metalinguistic 
discussions. i.e.  Contrasting and comparing to other languages. 
 
  In order to foster translanguaging among monolingual teachers Gunnarsson 
(N.D) proposed to give up to the traditional authoritative role of the teacher and quoted: 
“It is one thing for a monolingual teacher to encourage students to take risks, and quite 
another for a teacher to model what taking these risks might look like”, (Flores & 
García 2013).  She also proposes to group students in homogenous/heterogeneous 
groups as well as to allow them to discuss tasks to confirm their comprehension; 
regarding teachers, the author suggests to learn key terms in the students’ native 
language/s.  
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Furthermore, she presented several suggestions to use translanguaging along the 
four language skills. Among other options, for the reading skill she suggests the use of 
multilingual language tools and pair work in reading exercises; in terms of writing 
Gunnarsson (N.D) proposes brainstorm ideas on the board using different languages as 
well as pre-writing exercises using all their languages and then ask students to select 
one language to publish a final paper. Regarding speaking the author says that it is 
useful model translanguaging for the students in class discussions. Finally, in listening 
she suggests to allow students to use their complete language repertoire when speaking 
and use translation when appropriate. 
 
In conclusion, it was found that the use translanguaging led to increase students’ 
oral participation, increase fluency and rise metalinguistic awareness on all languages 
used inside the classroom.  Furthermore, Gunnarsson (N.D) highlights that there is an 
intrinsic need to acknowledge the students existing skills along with their background 
knowledge when teaching and most importantly, teach students how to use their 
complete language repertoires as a tool for learning. This is relevant for the current 
study in as a result of the fact that it has to do with the use of several languages inside 
classrooms as mean of instruction. Additionally, it is important to identify the way in 
which translanguaging help EFL/ESL students. 
  
As mentioned above, it is imperative to know how Translanguaging benefits 
students when learning a second or foreign language. In Velasco & García (2014) study 
conducted in 2011 in New York with elementary school students, the focus of the whole 
study were not the students but the papers they produce. The purpose of this study was 
to analyze how and why Translanguaging (TL) is used by the students and the effect TL 
use has in the final result of the assigned task.  
 
The participants were 4
th
 grade classrooms of teachers in Spanish-English and 
Korean-English dual-language bilingual education (DLBE) one remarkable fact is that 
DLBE tends to separate languages due to the fact that it is sad that  it helps students to 
develop “successfully” both languages. In this case teachers were ask to submit a 
sample of the writing of one bilingual students of their class during the planning, 
drafting and production stages, the data were 24 samples collected during the semester 
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and just eight of those samples evidenced use of translanguaging some others were 
selected because they show the use of both type of programs (Spanish/English and 
Korean/English), also the stages of written process (planning, drafting, and production).  
 
The findings showed that translanguaging is used as a self-regulating 
mechanism in which bilingual can engage, rather than a pedagogy to be used in the 
teaching of writing itself. Also it was evident that TL was used in the process of writing 
(planning, drafting, and production); furthermore, TL was used also as a resource used 
to scaffold the writing process. In conclusion, translanguaging could be used as a 
method to scaffold learning of a language; however, it is more than that, it could be 
used as a method to self-regulate and advance in their learning. In addition, teachers can 
include TL strategies by allowing students to use both languages in classes as a resource 
in the process of writing and to create a relationship between the uses of both languages 
in class. This article makes it clear that even to develop the monolingual voice in 
writing that schools expect, a translanguaging approach has the most potential. 
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4. METHODOLOGY 
 
  In previous chapters, the description of the problem and justification of this 
project was made; also, the definition of terms such as Content and Language Integrated 
Learning, Translanguaging and Reflection was explained, and finally some studies 
related to CLIL, translanguaging and the implementation of some methods used to 
collect participants' reflections were presented as a precedent to this study. Throughout 
this section the information regarding the planning of this study will be provided. The 
reasons took into account when choosing particular methods, were supported from the 
previous work of experts in the research field. Furthermore, the type of research and 
type of study is going to be further explained in this section defining also the context as 
well as the setting in which it was conducted and participants involved in the whole 
process. Likewise, the researchers´ roles and data collection methods followed and its 
analysis are also explained in this section. 
 
4.1 TYPE OF RESEARCH 
  
 To start with, we consider the project to follow qualitative research procedures; 
in view of the fact that the data collection methods, the setting, and the inductive data 
analysis match with what this type of research studies should have; furthermore, our 
project can be framed according to the characteristics that Creswell (2008) provided for 
qualitative research. The first characteristic is a natural setting, this means that the 
research takes place in a setting where the participants experience an issue or a problem; 
the researchers do not bring individuals into a lab or specific facilities to develop the 
research. Another aspect highlighted by Creswell is that the researcher is a key 
instrument meaning that qualitative researchers collect the data themselves through 
examining documents, observing behaviour, or interviewing participants. Additionally, 
Merriam (2009) claims that “Qualitative researchers are interested in understanding how 
people interpret their experiences, how they construct their worlds, and what meaning 
they attribute to their experiences” (p.5). Consequently, qualitative researches gather 
47 
 
different types of information such as interviews, observations and documents rather 
than relying on a single data source. Finally, Merriam suggests that “Rather than 
determining cause and effect, predicting, or describing the distribution of some attribute 
among a population, we might be interested in uncovering the meaning of a 
phenomenon for those involved” (p.5). This is supported in the present study as the data 
gathered from the teachers and students involves thoughts and perceptions which were 
interpreted in order to understand certain class events. 
 
4.2 TYPE OF STUDY 
 
  Following what the research project intends, it was developed as a qualitative 
descriptive/Interpretative case study given the fact that it aims to describe an 
intervention or phenomenon and the real-life context in which it occurred (Yin, 2003 
cited in Baxter and Jack 2008). In addition, this study did not aim to establish statistical 
findings to generalize but to generate a more “humanistic interest” in the aspects 
studied and at the same time “can be used as evidence to support a theory” (Wallace 
1998, p.163). Apart from data collection methods such as interviews and direct 
observations, a quantitative survey data is added, fostering a wide understanding of the 
aspects studied; at this respect, Baxter & Jack (2008) claim that: 
 
“[…]Within case study research, investigators can collect and integrate quantitative 
survey data, which facilitates reaching a holistic understanding of the phenomenon 
being studied […] This convergence adds strength to the findings as the various 
strands of data are braided together to promote a greater understanding of the case” 
(p. 554). 
 
     Based on this, the research project aimed to explore how a bilingual education model 
based on CLIL and Translanguaging develops in state school of Pereira (Colombia) at 
primary and secondary education. 
 
  To conclude, this study required a careful analysis and interpretation upon teachers´ 
perceptions towards the implementation of CLIL and Translanguaging in their classes, 
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as well as the students´ response to these implementations; which led us to place the 
type of case study presented as interpretative, on the grounds that the researcher’s 
interpretations are crucial in this type of studies bringing “such subjectivity to the fore, 
backed with quality arguments rather than statistical exactness” (Garcia & Quek, 1997 
cited in Andrade, 2009). 
 
4.3 CONTEXT  
 
 In this section, a description of several aspects referred to the setting and 
participants of the study will be done. These aspects include, the place in which the 
research took place, the people involved in the study and general aspects related to the 
environment that this bilingual program faced. To start with, it is important to take into 
account that this project started almost at the same time when the school was founded, it 
had two different stages, the first was teacher’s training on how to implement a dynamic 
bilingual education model based on CLIL and translanguaging.  
      The second was the implementation of the bilingual model into different subjects of 
the school curriculum, and this stage dealed with the analysis of the impact made with 
the two previous stages. The project took place in the public institution “Institución 
educativa Tokio Jaime Salazar Robledo”, this institution along with  “Institución 
educativa Hugo Ángel Jaramillo” have an alliance with the “Sistema universitario del 
eje cafetero” (SUEJE) an organization in charge of their administration. SUEJE was 
created in 2000 with the name of Alma mater, but it recently changed its name. It was 
born from the joined efforts of two of the most important universities of the “triángulo 
del café”: Universidad Tecnológica de Pereira and Universidad del Quindio. SUEJE 
attempts to support different projects that have as main aim the improvement of the 
education in the coffee region by the implementation and support of initiatives that 
would contribute to the regional and national development. 
  
 Consequently, the project takes place in these two institutions due to the 
connection they share with Universidad Tecnologica, and more specifically the 
licenciatura en lengua Inglesa program. From this relation the implementation of a 
bilingual education program in state schools, called project “change” was born aiming 
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to develop students’ cognitive abilities in both the language and the content using 
methods like CLIL and Translanguaging. Those institutions are located in deprived 
economic areas of the city. In the “change” project language and content teachers are 
trained in language, content, and planning. Moreover, the project provide schools with a 
group of support teachers in order to help the school teachers to implement CLIL and 
translanguaging. As mentioned before, change is implemented in the two “mega-
schools” of the city but this research study took place particularly in the “institución 
educativa Jaime Salazar Robledo” 
 
4.4 SETTING  
This section describes the conditions in which the study was carried out. It 
described how the teachers dealed with the conditions that the environment presented to 
them. The school was founded on February 15
th
, 2010 at Tokyo neighbourhood. The 
school has wide and big facilities; for this reason, it was labelled as a “mega-school” as 
well as because of the number of students it is capable to receive measured in 
approximately 1500 students. The school was named as the founder of the villa Santana 
commune, which is inhabited by people of low economic resources. At the beginning, 
this commune was considered an illegal invasion of territory, but after the authorities 
intervention it was constituted as a commune in which a lot of people had the 
opportunity of owning a house. 
 
The school provides education in early childhood, primary education and 
secondary education with an average of 40 students per classroom, having both male 
and female students. It has eleven English language teachers; four of whom have 
graduated from an English Language Teaching degree, with the remaining seven 
working as classroom assistants – it is relevant to mention that some of these are pre-
service teachers of the licenciatura program. The school offer English classes into all 
grades from pre-school to eleventh grade. The time of exposure to English is six hours a 
week, including one hour of Content and Language Integrated Learning 
implementation. 
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4.5 PARTICIPANTS  
The participants were four (4) language teachers and seven (7) content teacher as 
well as thirty-six (36) primary students and one hundred-two (102) secondary students, 
in the next section we are going to describe in more detail the population of this 
research study taking into consideration their singularities, their differences and 
characteristics specifically their age, gender and educational level. 
 
4.5.1 STUDENTS 
The students involved in this process were thirty-six (36) students from third 
(3rd) to fifth (5th) grade, they were identified as the primary students group and were 
provided with specific materials related to their age that ranges between eight (8) to 
eleven (11) years old, their English classes are carried out by support teachers. 
Furthermore, one hundred two (102) students from sixth (6) to (11) eleven  grade  
constituted the secondary students group; they are taught in English and Chemistry, 
their ages were ranged between eleven (11) and eighteen (18) years old. Most of the 
students were inhabitants of the Villa Santana commune.  
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4.5.2 ENGLISH LANGUAGE TEACHERS  
The school has four (4) language teachers in charge of teaching English in 
secondary. In the previous two stages of the change project, they were trained on 
implementing their classes using both CLIL and Translanguaging in order to implement 
the bilingual education model. All of the four language teachers involved in the project 
are Spanish native speakers. In this third stage of the change project, which will be 
analysed in this study, teachers reflected about their performance in class and their 
perceptions about the process of implementation.  
 
4.5.3 CONTENT TEACHERS 
Seven content teachers of the school were involved in the project, one of them 
was the Chemistry teacher that teaches in tenth (10) and eleventh (11) grade. The other 
six teachers teach in primary. In previous stages of “Change” project they received 
training in language teaching and planning. In this stage of the project, teachers were 
involved in a process that aims to know about its perceptions and feelings about the 
incorporation of CLIL and Translanguaging to their teaching practices. 
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4.6 DATA COLLECTION METHODS 
 
This section, will show a description of each one of the data collection methods 
selected to carry out this project. Firstly, qualitative methods such as focus group 
interview and stimulated recall will be explained. Then, the tests to be applied to the 
student’s participants of this case study will be described and explained regarding both 
primary and secondary students.  
 
4.6.1 FOCUS GROUP 
 
According to Greenbaum (1998) Focus Group Research is a way of collecting 
qualitative data on the participants’ perceptions, feelings, attitudes, and ideas about a 
certain theme or topic. A focus group (FG) is a small group of people, often consisting 
of 6 to 12 members with a moderator making questions and inducing the participants’ 
response. A focus group interview, therefore, is performed to find out each person’s 
point of view and to encourage people to articulate different positions and conflicts of 
interests regarding a certain topic. Two different sets of focus groups were conducted to 
collect data, one was conducted with groups conformed by teachers and the other by 
groups of only students. This is done with the purpose of analysing the different 
perceptions in both types of populations regarding the theme of interest in the research 
study. 
 
4.6.2 STIMULATED RECALL 
 
Other method that was used in this project was Stimulated Recall (SR). SR is 
explained by Lyle (2003) as an introspective research method focused on participants’ 
reflections about a cognitive process they follow. Therefore, subjects are invited to 
recall about a series of activities they performed while they were video or audiotaped. 
The Stimulated Recall we conducted was focused on teachers’ reflection about the 
implementation of CLIL and Translanguaging in their classes in both primary and 
secondary. In order to carry out this method, we needed first to observe teachers classes, 
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but we were not present in the classroom itself, what we did was to place a digital 
camera in the classroom and we will it until the end of the class. 
 
The SR was conducted as soon as possible after the class ended given the fact 
that participants could forget their thoughts about the class and it could be more difficult 
for the reflection they made about their teaching practice. Finally, it is important to say 
that we conducted 10 stimulated recalls in the development of this project. 
 
4.6.3 OXFORD ONLINE PLACEMENT TEST (OOPT) 
 
On the other hand, a quantitative method for collecting data was incorporated in 
this case study given that, as suggested by Baxter & Jack (2008), including quantitative 
survey data may provide researchers an holistic view of the issues studied. The 
instruments used were two tests named as Oxford Online Placement Test which were 
taken by secondary learners and Oxford Online Young Learners Placement Test which 
was applied to primary students. 
 
Following Baxter´s and jack´s (2008) ideas this data sources will provide a 
broad understanding of what is studied; they assert that “[…] each data source is one 
piece of the “puzzle,” […] contributing to the researcher’s understanding of the whole 
phenomenon” (p. 554). The specifications of each test´s features will be presented 
above.  
 
This test is developed by learners in computers with internet connection. It is 
adapted to the ability level of each student, it provides the presenters of the test with 
questions just at an adequate level of difficulty by calculating the ability of each 
presenter after each question and then selecting the most appropriate question to follow 
(not so easy, not so difficult). The OOPT can be shorter than a conventional, placement 
test since the participants only respond to relevant interrogations at their specific ability 
in the language. 
 
In this project, the oxford online placement test characterized in secondary 
students their ability to communicate in English. It gave us information about their 
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language level based in two sections. First, use of English that is composed by a 
selection of approximately thirty (30) questions and second, listening that includes an 
amount of fifteen (15) questions. Its reliability and validity is based on the fact that it 
places the presenters of the test at the right language level according to the Common 
European Framework of Reference, and because of its theoretical basis and rigorous 
design as well as its pretesting and piloting part. 
 
4.6.4 OXFORD ONLINE YOUNG LEARNERS PLACEMENT TEST (OOYPT) 
 
     This tests places students according to their language skills following the CEFR, 
from Pre-A1 to B1 level. The OOYPT is completely online and it is also divided in two 
sections. First, Language use where vocabulary, functional language and grammar is 
tested and the Second, Listening that provides questions in relation to getting details and 
gist. 
 
  The two sections emphasize on the actual use of the language and the way 
young learners comprehend meanings, which gave researcher an adequate idea of 
primary students´ abilities in English. Experts from all over the world are involved in 
the design of this test which gives us the idea of that this test is reliable and valid; the 
test has been pre-tested internationally by primary schoolers.  
 
4.7 RESEARCHER’S ROLE 
 
The researchers of this study are pre-service teachers from the ELT program at a 
state university in Pereira. Since, the main focus of the present study was to observe 
what impact was seen in the implementation of a bilingual education model, the main 
role of the researchers was complete observers, which according to Merriam (2009), 
“the complete observer is either hidden from the group (for example, behind a one - way 
mirror) or is in a completely public setting such as an airport or library.” (p.125). In the 
same vein, Fraenkel and Wallen (2003) assert that being a complete observer does not 
mean that because of the observations the subjects are not going to be influenced. The 
researchers just observe the activities and lessons without becoming a participant of it. 
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In our case, we used methods that ask participants about their perceptions and 
reactions about the implementation of a dynamic bilingual education project, but we did 
not influence the process itself. Our role was just to collect data trying to be as less 
intrusive as possible. 
 
The researchers of this study are pre-service teachers from the ELT program at a 
state university in Pereira. Since, the main focus of the present study was to observe 
what impact is seen in the implementation of a bilingual education model, the main role 
of the researchers was observers as participants, which according to Merriam (2009), 
“the researchers observe and interact closely enough with members to establish an 
insider’s identity without participating in those activities constituting the core of group 
membership” (p.124).  Furthermore, as stated by Fraenkel and Wallen (2003) when a 
researcher chooses the role of observer-as participant, he identifies himself as a 
researcher but does not intend to be part of the group he is currently studying. He might 
conduct interviews with teachers in the school, visit classes, talk with the principal, and 
talk with students, without trying to participate in the group activities superficially.  
With the previously stated, it can be said that the researchers of this study were mainly 
observers who participated in the activities during the implementation of the bilingual 
education model with the purpose of collecting data upon these activities; the data; then, 
was analyzed with the purpose of constructing insights for our research project. 
 
4.8 ETHICAL CONSIDERATIONS 
 
As this research study involves interaction with teachers and students from the 
school where the implementation took place, the researchers, came to an agreement on 
the establishment of ethical aspects to be considered during the planning, data 
collection, and final analysis of the information; furthermore, the data management and 
the levels of confidentiality of the same. 
 
The access to the institution was granted to the researchers due to the alliance 
among SUEJE, Universidad Tecnológica de Pereira, and Licenciatura en Lengua 
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Inglesa. In terms of the permissions to conduct the recording for the stimulated recall 
and to conduct the focus groups with teachers and students it wass necessary to obtain 
through a letter an informed consent from those involved at the different processes of 
data collection. There, it was explained to the participants in a brief way the objective of 
the data collection method they were involved in, their role and whether they gave their 
permission to use the data collected, and how the data will be used. 
 
Regarding the data analysis, an ethical consideration to be taken into account is 
the anonymity of our participants. This was done when transcribing and using raw data 
by giving each participant a different “code”, rather than using their actual name. i.e one 
teacher named Pedro Perez can be identified according to the method in which is 
involved and the first letters of the name and last-name followed by its role as content 
or language teacher; an example with Stimulated Recall, the code would be (SRPPC).  
 
Furthermore, confidentiality was a crucial attitude during the collection and 
analysis of data, this was granted by not allowing anyone, other than the researchers, to 
access the information collected from observation, interview recordings and all types of 
data collected in the study. In terms of the actual analysis of the data, researcher’s 
responsibility was to ensure objectivity, leaving aside personal bias that might 
contaminate the process; in that way, ensuring findings both valid, and reliable. 
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5. FINDINGS AND DISCUSSION 
 
     In this section, we will expose some of the aspects found after the analysis of the 
information collected for this study. Such aspects will be categorized into three different 
sections. Each of these will develop and answer the main research questions that guided 
our study. The aspects will be described and supported with the evidence and the data 
collected, which were the main source for the researchers to explore the use of 
translanguaging and CLIL into the implementation of a dynamic bilingual education 
model in a state school in Pereira. 
5.1 The implementation of a dynamic bilingual education model based on CLIL 
and Translanguaging. 
 
     The Change project as a bilingual education model that has been implemented in the 
state school Jaime Salazar Robledo represents the cross-curriculum teaching of English 
with other different subjects from the school curriculum such as, science, mathematics 
and social sciences. At the beginning of the project, language training was conducted 
with the teacher-participants of the study. The group of participants was composed by 
elementary and high-school teachers, this group was also trained in the use of CLIL and 
Translanguaging into their classes; later, and these were implemented into the 
mentioned subject’s classes’. Finally the project got into the diagnosis stage where 
impact of the implementation of such methodologies upon the learning process of 
students wants to be measured. 
     The implementation of a dynamic bilingual education model based on CLIL and 
Translanguaging, granted the access to quality bilingual education to the students of 
such institutions. This involved the commitment from the institution and the teacher – 
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participants in aspects such as planning and implementation of the lessons. In this vein, 
it was crucial to understand the perceptions and doubts of each participant, which 
played an important role throughout the whole process.  With the aim of improving the 
model implementation’s quality, the researchers- students from the EFL program at 
Universidad Tecnologica de Pereira, carried out an analysis on the benefits that this 
bilingual education model brought to the academic community based on the participants 
comments and answers framed into the different interviews conducted. Allowing us to 
obtain participant’s perceptions as the one in the following extract, which was 
evidenced by a teacher when asked about how he tackled the topics from different 
subjects into the implementation of the dynamic bilingual education model. 
     The application of this CLIL and translanguaging model, resulted thanks to 
articulation of the model with the different subject projects of each school grade. Such 
projects are guided by the teacher in charge of the group, and they involve subjects like 
natural sciences, social sciences, mathematics, etc. Such projects involve the different 
topics of relevance for each subject, and its difficulty level varies depending on 
student’s grade. Repko (2009) asserts that interdisciplinary instruction fosters advances 
in cognitive ability. Engaging students and helping them to develop insights, problem 
solving skills, self-confidence, self-efficacy, and a passion for learning are common 
goals that educators bring to the classroom, and interdisciplinary instruction promotes 
realization of these objectives.  In the following sample, the teacher explain the role of 
the previous knowledge in the implementation of chemistry classes. 
REPCBL    
Entrevistador: ¿Qué consideraciones tuvo usted a la hora de implementar esta 
clase?  
Profesor: lo más importante para mí fue que tuve en cuenta fue los 
conocimientos previos de los estudiantes, pienso que fue algo básico para poder 
desarrollar la clase con la metodología CLIL o proyecto “change” se tuvo en 
cuenta las ideas previas, los modelos mentales que ellos tenían o que ellos 
habían construido a lo largo del año sobre el tema de soluciones.  
 
59 
 
     The interviewed teacher states that using students' previous knowledge while 
implementing CLIL allows them to develop the topic they are studying in the second 
language, it is evidenced in the previews sample that during the current year students 
have worked on the same topic in their mother tongue, also they have constructed strong 
basis in that topic and those basis are used in teaching in the second language. In this 
sense, the use of the previous knowledge in the classroom is a powerful tool that allows 
both teachers and students to achieve the lesson objectives. To start with, Cummins 
(2008) says that "previous knowledge is the foundation of learning" and also that even 
though students are not aware of their knowledge about a topic, when previous 
knowledge is used and activated, they realize that they already know something about 
the topic and it facilitates their learning. 
     In the same way, some other teachers point out that the use of students' previous 
knowledge have been a helpful source to use in the implementation of this bilingual 
education model based on CLIL and Translanguaging. 
REPDRC  
Entrevistador: ¿Qué consideraciones tuvo usted a la hora de implementar esta 
clase?  
“a bueno, Ehh primero pues obviamente que sea acorde con el proyecto que se 
está llevando, cierto, en tomar algunos conceptos que ya han aprendido y como 
introducir pues los nuevos ”  
 
     The interviewed teacher explained that students' previous knowledge served as 
vehicle to learn new topics. That is why, she explain that something that she take into 
consideration while planning is the correlation between the project, and the previous 
knowledge. In this concern, Marzano (2004) states that background knowledge is 
acquire through two main factors related to the skills to assimilate and save information 
into our memory, and the amount of academic experiences we are exposed to. Besides, 
Marzano (2004) points out that this previous knowledge stored in our memory can be 
used in the assimilation of new content by using the previous knowledge as a mean to 
transmit information. Planning is an important part of the implementation, the next 
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teacher gives us some insights about the aspects she take into account when she plans a 
class. 
  
REPYLC  
Entrevistador: ¿Qué consideraciones tuvo usted a la hora de implementar esta 
clase?  
“Eh… A la hora de planear la clase tuve en cuenta los temas sobre el proyecto 
de aula que se ha venido trabajando, tuve en cuenta mostrar como un poquito de 
todo el proceso, cierto…”  
     The teacher in this sample clearly states that the students' previous knowledge is 
used to facilitate the implementation of the project, she also mention that the previous 
knowledge was focused on the classroom project they follow in primary to implement 
this project based on translanguaging and CLIL. In this respect, Cummins (2008) asserts 
that teachers should take into account 3 main aspects in order to assist students in their 
leaning process. Those aspects are, Activate previous knowledge, access content and 
extent language. All the previous information is important since an effective academic 
instruction should allows students to connect what they already know with certain 
content that is going to be taught and by doing this, they expand their language. 
 
     There are some other aspects to take into account while implementing this project as 
it is mentioned by the next teacher; nevertheless, the use of previous knowledge still 
playing an important role in the implementation of the project. 
 
REPLTC   
Entrevistador: ¿Qué consideraciones tuvo usted a la hora de implementar esta 
clase?  
“Ehh… si, las necesidades, los gustos, ehh… lo que hemos ya pues venido 
trabajando, durante pues, el proyecto, los temas han estado pues muy 
apropiados, también se tuvo en cuenta...” 
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     In this sample, the interviewed teacher explained as well what they take into 
consideration while planning a class. She said that students' previous knowledge is very 
important since the topics students have studied have been so appropriate for them and 
for the learning of new topics. Furthermore, the students' needs is something that the 
teacher also consider important and that is why it was also an aspect to review while 
planning. Cummins (2008) points out that activating previous knowledge is what 
teachers must do since it helps students to go beyond the content by learning more 
complex vocabulary. In addition, Cummins (2008) explained that due to students level, 
their needs should be something to consider, that is why recognizing students level and 
skills is an aspect that can be deleted in the implementation of the project. He also 
explain that it should be done by the use of scaffolding to provide students with the 
enough input before asking them to complete a task. 
 
     In the previous samples, the teachers talk about the importance of the use or 
activation of previous knowledge to implement classes by means of translanguaging and 
CLIL. They say that it was an aspect they believe so important that they decided to take 
it into consideration while they were planning their classes. Cummins (2008) emphasise 
that in order to teach content, the three aspects mentioned before should be taken into 
consideration (activating previous knowledge, access content, extend language). He 
says that those aspects allow students to learn easily both the content and the language 
since if the text has some complex terms by using scaffolding, activating what students 
already know will enable them to expand their language and as a result of that they will 
understand and learn the content.  
 
5.1.1 The role of ICTs & technological tools within the model 
implementation  
 
     Participants also reference a crucial aspect when trying to improve implementation of 
English classes under this methodology; the use of ICT within the lesson has been 
important. In spite of any obstacles present, teachers highlight the use of technological 
tools as an innovative tool that enhance motivation, engagement in students and at the 
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same time helps the way teachers present content while learning the foreign language. 
Investigations and experience have demonstrated that variety of ICTs have the potential 
to contribute to educational improvement and learning development by expanding 
access, increasing efficiency, enhancing quality of learning and teaching, (Wadi, 2007), 
This can be evidenced in an intervention from a focus group participant. 
 
 
 
GFIMC:  
Investigador: profe, después de notar los cambios que se debían hacer en las 
implementaciones, ehh, personalmente ¿usted recomienda alguna herramienta 
didáctica o tecnológica que pueda ayudar a mejorar esta implementación?  
Profesora: “El uso de las TIC en cualquier área es realmente importante ¿cierto?, 
el aprendizaje del inglés requiere siempre de estrategias didácticas, no puede ser 
pasivo en ningún momento, los niños deben ehh, utilizar estas herramientas 
como computador, grabadoras, juegos, loterías, es importante para ellos 
comprender que es lo que se les está enseñando, sino quedan en el aire 
simplemente”.  
 
        This agrees with the idea of Wadi as he states that “ICTs also offer possibilities in 
facilitating skill formation, sustaining lifelong learning” (p.6), with this in mind, the 
value of using the technology available is one more time reinforced by the teacher; these 
tools are applicable as well as useful for this specific context and can be incorporated to 
any subject matter within this bilingual model using CLIL and Translanguaging. Based 
on this, teacher argues that using ICTs get students easily engaged and motivated which 
allows them enrich their didactics and practices while innovating in teaching a foreign 
language with the technological resources at hand. 
 
     Based on research done by UNESCO (2004) the benefits of ICTs in Foreign 
Language Teaching a Learning is now identified in almost all educational contexts all 
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over the world; in this specific context, the technology and materials are available, 
nonetheless, training and quantity of these sources are essential considerations when 
trying to take advantage of the multiple benefits that ICTs gives to a learning 
environment for foreign language learning (p.9). 
 
     Moreover, the teacher participant of this focus group claims that an implementation 
class including these materials need to be dynamic and non-passive since children can 
lose motivation in terms of the content. She suggest that it is important to let learners 
know that how significant, fun and useful classes can be using this tools as well as for 
teachers to learn the way to use ICTs efficiently, which fits what Isisag (2012) argues in 
terms of benefits of ICTs in language learning, he says “There is no more doubt that the 
use of ICT has positive effects on foreign language teaching/learning. Its impact is 
highly dependent on the way it is used, the teachers’ motivation and his “savoir-faire”. 
 
     Once this is analyzed in detail it is possible to identify the teachers´ willingness to 
incorporate both the methodology based on CLIL and Translanguaging and ICTs to 
their current teaching practices, at this respect, one of the language teachers of the 
institution shared the view she has about this, where ideas of Isisag are met, when he 
says that education, especially in the field of foreign language teaching, need to be 
adapted and refresh itself to be at the same pace with the internationalized world (Isisag, 
2012) (p.1). 
 
GFNVL 
Investigador: ¿Cuando yo le hablo sobre la implementación que es lo primero 
que se le viene a la mente? 
Profesora: “la implementación es en vez de ser ese trabajo forzante o forzoso 
que nos ponen es un reto, implementación es reto, retarnos a nosotros a hacer 
muchas cosas y no solo a encasillar en enseñar la lengua como una gramática 
[…]”. 
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     The Language teacher asserts on the fact that for them, the model proposed is an 
opportunity to grow and to add innovative features to their classes and implementations, 
different from a disposition of the institution. She also consider the fact that planning 
for a traditional lesson limits the chance to try new practices within the classroom that 
can be added by using the bilingual model based on CLIL and Translanguaging along 
with technological tools; drawing from Wadi´s ideas “effective use of ICTs for 
education necessitates an understanding of the potential of technologies to meet 
different educational objectives” (p.6).  
 
     In the teacher´s intervention she let us infer that the challenge can also contributes to 
the teaching staff environment as not all of them are able to manage or deal with 
technology available, however, some of the teachers that have the skills and knowledge 
required, may provide sufficient backup and support for them to offer appropriate 
courses without having to engage in time-consuming (re)training. (UNESCO, 2004).  
 
     As mentioned before, one of the issues to deal with at the time of implementing this 
bilingual model is the availability and amount regarding the informatics tools to 
disposition in this institution. In another extract from the focus group conducted, once 
of the teacher highlights the role of the teacher willingness to go beyond and use further 
sources, i.e. the Internet, that benefits the application of this bilingual model in terms of 
modality “the internet is a multi-modal learning tool. It stimulates in a rich sensory and 
cognitive and thus fertilizes language learning successfully” (p.2), and costs “the 
internet is a business model which due to economies of scale, can offer services for 
pennies. It also offers a wide access through a pay as you can dynamic” (p.2), as pointed 
out by Isisag (2012). The teacher in his comment stated the following. 
 
 
GFJAC  
Investigador: ¿Cuál sería su recomendación,  al no haber este material en inglés,  
que recomendaría usted si alguien quiere implementar el modelo? ¿Qué deberían 
hacer si ellos quieren articular el contenido de la materia con la metodología? 
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Profesor: “Pues, ya cuando no hay material toca buscar recursos, en internet y 
tampoco se puede limitar al material de la institución  y en internet hay buenos 
recursos que uno puede usar.” 
 
     The teacher mainly focuses on the fact that given this opportunity to change the way 
English is taught, the possibility to add and use outside resources is on each one of the 
participant´s motivation, Internet as the tool mentioned by the teacher participant, has 
become a conduit where people can learn, share and collaborate in ways not possible 
many years before now (Viatonu & Titus, 2012). Additionally, Isisag (2012) points out 
that internet contributes to:  
 
“[…] motivate and engage students in the learning process. Students are 
motivated only when the learning activities are authentic, challenging, 
multidisciplinary, and multi-sensorial. Videos, television, and computer 
multimedia software can be excellent instructional aids to engage students in the 
learning process […]” (p.8). 
 
     Furthermore, Isisag adds that by using the authentic material that can be obtained by 
the internet sources, the students will have a better view and understanding about the 
culture of the country or countries, people and culture whose language is being studied. 
One content teacher also contributed to the discussion by adding the experience she has 
had regarding the use of ICTs under this bilingual model based on CLIL and 
Translanguaging with kinder-garden learners. Whose comment agrees with Randall 
(2006) cited in Viatonu & Titus (2012) as has admitted that technology has become a 
major component. The teacher explains her experience as follows. 
 
 
GFSCC 
Investigador: profe a nivel personal ¿usted recomienda alguna herramienta 
alguna didáctica que le facilite o enriquezca la implementación? 
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Profesora: “todo el material pedagógico con el que se ha trabajado, o sea para 
nosotros ha sido muy útil, porque… por medio de los rótulos, los videos, las 
canciones de todos lo q nosotros tenemos como estrategias ehh hace que el niño 
aprenda con más facilidad” 
 
     Here the teacher mention that the use of ICTs within model implementation classes 
have help both teacher and students in terms of facilitating skill formation, sustaining 
medium and long term learning with her young learners. Similarly, Isisag asserts that 
“integrating ICT in foreign language teaching will have positive effects on both the 
teachers and students to help them be aware of the modernized world and meet the 
current demands of the new era” (p.1). Which also reinforce previous ideas of teachers´ 
motivation towards the implementation of this model proposed. 
 
     An imperative aspect mentioned by content teachers as well as language teachers 
who participated in the focus group, is the need for improve the practice of listening 
exercises and proper ICT tools in order to reinforce this skill given that they highlight it 
is the one they found crucial to work on. Regarding this, Isisag (2012) highlights the 
possibility ICTs give to combine or use alternately basic skills (text and images, audio 
and video clip...) within a lesson. Previous teacher at this respect told: 
 
GFSCC 
Investigador: y… actualmente ¿usted considera que el proceso de 
implementación tiene algún limitante o algún obstáculo? 
Profesora: “ehh... Mucho en la parte de listening o sea, porque ellos ehh… yo 
pienso que si necesitan más, por ejemplo audio-visuales, toda esa parte donde 
nosotros podemos llevarlos” 
 
     Regarding this, we can draw from Isisag study, where he states a capacity to control 
presentation, feature that gives the lessons a distinction from traditional classes. This 
capacity marks the difference between computers and books. Books have a fixed 
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presentation, unlike computers, which can combine visual with listening materials, text 
with graphics and pictures (p.2). Moreover, one of the language teachers of the 
institution also mentioned the importance to promote this skill in all grades, from 
elementary students to high school learners while using the current model proposed 
based on CLIL and Translanguaging, through the support of ICTs.  
 
GFJSL 
Entrevistador: Profe y a nivel personal, ¿recomienda usted algún tipo de 
didáctica, herramienta o alguna tecnología que enriquezca o facilite la 
implementación? 
Profesor: “Yo creo que para implementar bien CLIL uno debe poseer muy 
buenos materiales, […] contar con materiales audiovisuales, es muy 
importante  y también conseguir por ejemplo los archivos mp3 para también 
hacer ejercicios de listening […]”. 
 
     Taking into consideration the teacher´s intervention, it is evidenced that the use of 
mp3 files have been an innovative and useful way to promote and practice listening 
skills in the English classes. Here we can use work from Viatonu & Titus (2012) who 
claim that the use of ICTs enhances English Language competence in listening as well 
as the quality of learners’ experience. This support the idea proposed by the language 
teacher due to the fact that quantity of technological tools materials available in the 
institution, let them to explore further ways to achieve selected goals. 
     All in all, ICTs and properly developed multimedia materials, as well as Internet, can 
enhance the required preparation of teachers currently implementing this bilingual 
model based on CLIL and Translanguaging by providing different as well as accurate 
training materials, facilitating simulations, bringing authentic materials into the 
institution and also helping teachers in the use of technologies for teaching and learning 
a foreign language. 
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5.1.2 Dynamic Bilingual education model contributes to teacher-participants´ 
professional growth    
 
      Equally important this study evidenced from teacher’s point of view that different 
aspects contributed to their professional development and added new practices to their 
practicum, furthermore, they pointed out the need to keep moving forward and 
improving in terms of  second language use in order to keep carrying out institutional 
projects where the knowledge and abilities of the participants are developed due to the 
multidisciplinary work leading to a successful implementation of the bilingual 
education model based on CLIL and Translanguaging (Manzur & Ramirez. 2014) the 
next extract taken from a focus group, the participant is a content teacher who 
highlighted the importance of innovation into her classes  exposing students to non- 
conventional methodologies. 
      Teachers–partcipants of the implementation of the bilingual education model project 
suggested that the project brought them more essential issues than the training they 
received in foreign language teaching and its applicability in other subject matters, but it 
also gave them more empowerment to generate new ideas when teaching the required 
topics within their classes by applying new techniques in order to facilitate students´ 
learning and promoting motivation and interest at the same time. Manzur and Ramirez 
(2014) explained that in the process of implementation, teachers thought at the 
beginning that the knowledge they have was not enough to achieve the objective that 
the implementation of the model had which was conducting accurate classes, but after 
some implementations, they realized that they did not need to be native-like speakers to 
have successful classes but they also realized that they improved in their English level 
since the beginning of the implementations. Additionally, they highlight that this kind of 
methodologies helped them to increase motivation as well as interest in a foreign 
language through strategies aiming to involve students inside and outside the public 
institution. 
 
REPCBC: 
Entrevistador: usted me acaba de contar que utilizó en la clase elementos de la 
vida real, como las latas y todo eso, ¿usted cree que ese tipo de materiales tienen 
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digamos que un impacto importante a la hora de enseñarle determinado tema a 
los estudiantes? 
Profesor: “…el tratar de salirnos del contexto del aula y extrapolar hacia otros 
ambientes de aprendizaje pues considero que es muy importante, creo que eso 
los contextualiza, le da sentido a la clase”. 
      This perception was also share by another teacher who also participated from the 
focus group, when she mentioned, the improvement she noticed in terms of her class 
methodology when the implementation the bilingual education model took place. 
GFSCC: 
Entrevistador: ustedes creen que el proyecto y las clases  generó un impacto en 
el proceso de aprendizaje de los estudiantes? 
Profesora: “Sí, Porque muchos ya llegamos al salón con ideas para los 
estudiantes, porque antes muchos profesores pues la no instrucción no sabíamos 
pues casi nada, y ya empezamos a trabajar más inglés que antes, no porque no 
podíamos sino porque, hacía falta metodología pues como para dar una buena 
clase.” 
      Once they were trained on how to implement the bilingual education model based on 
CLIL and translanguaging, the teachers explained that planning their lessons already 
being familiar with the language education model, facilitated the creation of the 
activities meant for the classes. Such training took place each two weeks and the 
sessions were advised by support personnel capable of helping the teacher use CLIL and 
Translanguaging into the classroom; besides, the teachers were also trained in their 
second language skills on a regular basis, and this ensured a proper transition of 
knowledge in both languages.  
GFSCC: 
Interviewer: lo primero que me gustaría que me cuente es como ¿cuáles fueron 
sus sensaciones al usar esta metodología con los estudiantes? 
Teacher: “…he tenido la oportunidad de ir creciendo cada día más con él (inglés) 
y con los niños. En la medida en la que tengo que preparar mis clases pues igual 
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yo voy preparándolo también (el inglés) y ha sido una forma como para ir 
creciendo un poquito nosotros como docentes, la metodología me ha parecido 
muy buena, los niños han aprendido mucho.” 
      As it is shown in the extract, the teacher considers that the time taken to plan her 
classes using CLIL and Translanguaging, allowed students to answer positively and 
participated actively which according to the insights of on CLIL planning, in order to 
succeed, CLIL teachers need flexible planning skills that allow them appeal to students’ 
needs and cope with the quality needed to develop such approach. (Meyer, 2010) 
      The design of a CLIL unit and its implementation may cause high expectations 
within teachers since they should reckon students’ needs into the classroom and 
strategies like building background, scaffolding or integrating modalities. Teachers 
might demonstrate uncertainty about the method. However, it is likely that after few 
well-conducted CLIL lessons their fears will be diminished (Pepłowska, 2015).  From 
the focus group, a sample to support the above was taken, there a female teacher of 
elementary school content talks about how to promote teachers professional growth 
within the project they participated. 
 
 
GFXRC: 
Entrevistador: ¿Cree usted que el proceso actual de implementación presenta 
algún obstáculo o limitante? ¿Cuál(es)? ¿Por qué? 
Profesor: “No, yo creería que no que se trata más como de actitud de buscar 
didácticas y estrategias pues para seguir empujando el proyecto y no dejarlo caer 
cierto? Que no sea solamente que se dé porque se prepare para que se observe 
una clase…” 
      The teacher explains that the implementation of this model should not stop, once all 
participants have the attitude to innovate in terms of techniques and roles in the classes. 
She also mentions that  participants should not think about the preparation of a class 
under this methodology just with the aim of being observed or recorded, she propose 
that the process should continue given the benefits it brought to both teachers and 
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students. This view point has been reported in several studies, taking the form of 
increased self-awareness, improved teaching practice, informed problem-solving and 
personal and professional growth (Hayes, 2014), (p.119). 
      In further stage of the focus group, a high school teacher mentioned an important 
aspect regarding the relevance of keeping on track these kind of bilingual model 
implementations. 
GFJAC: 
Entrevistador: ¿Cuáles  fueron  sus  sensaciones al  usar  la metodología  de   
contenido  y  lengua? 
Profesor: “Cuando usamos la metodología de contenido y lengua las 
sensaciones que podemos tener desde las perspectiva de nosotros los docentes 
nosotros estamos en una capacitación, nosotros no somos expertos en la segunda 
lengua que es el inglés entonces tanto para nosotros como para los estudiantes ha 
sido un aprendizaje y cuando se implementa de alguna forma las clases pues lo 
que hace uno es también aprender a medida que se planea y se hace la clase 
como tal se hace también un estudio de la parte de inglés tanto para los 
estudiantes como para nosotros los docentes” 
      Here, the teacher suggests that as they are not experts in the foreign language, for 
both students and teachers these kinds of classes presented them with plenty of 
opportunities to improve their linguistic competence. Also, they mention that they had 
an increase in their language abilities due to the permanence in the process which 
facilitated the pace of the implementations. This is evident in a primary school teacher 
response whom also made part of the focus group carried out with teachers from this 
institution. 
     In this case, the teacher participant give us an insight taking into consideration the 
implementation, where he points out that the methodology in this dynamic bilingual 
education model was useful for both teachers and students language learning given the 
fact that when putting planned classes in action, both could make stronger their 
language competences. In the following extract an interviewee teacher asserts 
something similar; she talked about the opportunity to grow professionally regarding 
her teaching style practices. 
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GFSCC: 
Entrevistador: lo primero que me gustaría que me cuente es como ¿cuáles 
fueron sus sensaciones al usar esta metodología con los estudiantes? 
Profesor: “…he tenido la oportunidad de ir creciendo cada día más con él 
(inglés) y con los niños. En la medida en la que tengo que preparar mis clases 
pues igual yo voy preparándolo también (el inglés) y ha sido una forma como 
para ir creciendo un poquito nosotros como docentes, la metodología me ha 
parecido muy buena, los niños han aprendido mucho.” 
      At this point, the teacher expressed the improvement she saw in herself during her 
training and implementation process. She explains that this methodology fulfilled her 
expectations as students from her course learned and used what she worked with them. 
What is more, the teacher points out that she incorporated new activities and techniques 
to their professional practice. 
      The above teachers´ interventions, a view of the professional development issues 
that the implementation process of this dynamic bilingual education model have shown 
and according to what teachers argue based on their perceptions. Having this in mind, 
Manzur and Ramirez (2014) highlighted that in the process of implementation, 
participants considered insufficient their proficiency in the second language to achieve 
the goals set for the bilingual education model; However, after some implementations, 
they learned that a native-like proficiency was not necessary whatsoever; furthermore, 
they also realized that they improved in their language level since the beginning of the 
implementations. 
 
5.2 Use of Translanguaging as Tool to support both Mother and Target language 
Learning 
 
     During the implementation of the bilingual model based on CLIL and 
Translanguaging (TL) and after collecting and analyzing data available, it was found 
that teachers participating in this study consider the use of students’ mother tongue as a 
tool that enables them to better implement the methodology on the classroom. Teachers 
working with primary students highlighted the importance of working together using 
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Translanguaging and CLIL, given that students can make comparisons and use their 
mother tongue as support while learning English; Baker et al. (2012) based on Williams 
(1996) suggest that TL is a pedagogical practice allows individuals to move from one 
language mode of input and output to another in bilingual classrooms. (p.3). 
 
     From this idea, the language practices being learned by student participants in this 
study are in functional interrelationship with other language practices and form an 
integrated system (Velasco & Garcia, 2014). Consequently, teachers implementing this 
model, took advantage of students’ mother tongue aiming to scaffold the process as well 
as to activate background knowledge regarding the topics covered in the lessons which 
also allowed the improvement of both languages. Following example provides an 
insight about teachers view regarding the use of Translanguaging at the time of 
planning. 
 
REPJSL 
Entrevistador: ¿Planeó usted su clase totalmente en inglés? 
Profesor: “[…] intento utilizar el inglés el máximo de tiempo, pero en algunas 
ocasiones  principalmente con el vocabulario, de pronto algo con el control de, 
por ejemplo, de algunas situaciones de convivencia, se utiliza el español […]  yo 
intento exponerlos y que ellos produzcan en inglés todo el tiempo”. 
 
     In this extract taken from one of the stimulated recall interviews to one of the content 
teachers, it is shown that the participant plan to use both languages in conjunction with 
each other in some stages or situations of the class (control, reinforce, etc.); 
additionally, the teacher also promotes the language production while supporting 
students with the use of both L1 and L2. In this sense, what the teacher explains here 
agrees with Williams´s (1996) work cited in Baker et al. (2012) when he claims that 
“translanguaging means that you receive information through the medium of one 
language (e.g. English) and use it yourself through the medium of the other language 
(e.g. Welsh). Before you can use that information successfully, you must have fully 
understood it”. (p. 64).  
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     Following participant also shared thoughts about her lesson and the role of what they 
refer as use of L1 and L2 (Translanguaging TL) within the implementations she have 
carried out with second graders of the institution, she suggests the use of language 
functions in order to get students to communicate; several authors i.e. Garcia (2009), 
Baker et al, among others, agree on the fact that the use Translanguaging enhance 
effective communication by putting the focus on function rather than form, also on 
cognitive activity as well as language production. 
 
REPDRC 
Entrevistador: ¿Planeó el  uso de ambas lenguas durante la clase? 
Profesor: “la clase en sí se desarrolla aplicando las dos lenguas, el español y el 
inglés […] algunos casos, algunas instrucciones y algunos comandos se 
trabajaron en inglés pero también se utilizaba el español […] uno quiere dar la 
instrucción completamente en inglés, cierto, pero cuando uno ve que se necesita 
más claridad para que no quede como tanto trauma, entonces uso el Español”.  
     The participant argued on this stimulated recall interview, that one of the main 
reasons to use both languages within a lesson is due to the need of clarification and 
reinforcement that some students need, Baker et al draw from previous work of Baker 
(2011) in order to claim that “Translanguaging is the process of making meaning, 
shaping experiences, gaining understanding and knowledge through the use of two 
languages” (Baker, 2011, p. 288). Which supports the teacher´s idea as she is focused 
on the fact that students fully understand what is being said in order to perform tasks 
presented and to achieve goals proposed for the lesson. 
     Teachers who participated on this study were also asked about the way they see the 
inclusion of Translanguaging to this dynamic bilingual education model, which they 
have been using in their classes. At this respect, researchers from the English language 
program draw from teachers´ answers in order to present relevant aspects mentioned 
from participants. Next example offer a view where one of them, claimed that L1can be 
beneficial at the beginning of the implementations given the support for both teachers 
and students language process. 
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GFJAC 
Entrevistador: Para usted, ¿el uso del español es una herramienta o un limitante? 
Profesor: “lo considero como una herramienta, porque si fuera solamente inglés 
pues sería un limitante solamente usar la lengua inglesa porque uno todavía no 
domina mucho el idioma […]”. 
     The teacher´s supportive view of the L1 use in order to improve, scaffold and 
develop L2 inside the classroom agrees with ideas from Williams (2003) cited in Baker 
et al. can be taken, given that this author suggests that TL often uses the stronger 
language to develop the weaker language thereby contributing towards a potentially 
relatively balanced development of a child’s two languages. What is more, this view can 
also be supported based on the Vygotskian idea for ‘zone of proximal development 
(ZPD)’ where further learning is based on the metacognition between existing 
background knowledge, plus the idea that “the interdependence of two languages 
enables cross-linguistic transfer” (Cummins, 2008 in Baker et al, 2012). 
 
     Next participant example also shows how important is for the implementation of this 
dynamic bilingual education model based on CLIL and Translanguaging, the 
consideration of students´ previous or background knowledge on their mother language. 
 
GFJAC  
Entrevistador: ¿Cuál fue el rol del español en el aula?  
Profesor: “la gran ventaja pues es que los temas que se tratan de abordar con 
ellos pues ya se han abordado en español entonces la idea es que ellos ya tengan 
unos conocimientos previos de las temáticas que se han transversalizado al 
inglés para que ellos no les sea de mucha dificultad.” 
 
     At this respect, Cummins’s Interdependence Theory (1981, 2000) cited in Velasco & 
Garcia (2014), supports the idea of the participant on the grounds that this theory 
suggests that when emergent bilinguals are taught in, and develop, their home language, 
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that proficiency will be valuable for the development of an additional language. (p.7). 
Another participant asked the same question, expressed a view that has been considered 
given that it takes into consideration further strategies that can also be used in the 
implementations together with Translanguaging.  
 
GFSCC 
Entrevistador: Para usted, ¿el uso del español es una herramienta o un limitante? 
Profesor: “[…] llevar los niños al aprendizaje, porque ellos muchas veces, ehh 
yo les habló y muchas veces no saben qué es lo que les estoy diciendo entonces 
yo trato de además del español ayudarlos como con gestos, mucho lenguaje 
gestual, como para que ellos lleguen al significado del inglés. Pero que me toca 
usar el español, […] para mí el español es una herramienta.” 
     She points out that gestures and body language can also be useful in the mid time 
while moving from one language to another (from L1 to L2), this view is supported by 
Garcia (2009) as she extended the scope of translanguaging to refer to “processes that 
involve multiple discursive practices, where participants incorporate the language 
practices of school into their own linguistic repertoire freely and flexibly”. (p 50-51). 
     Same participant has been also asked about the lesson planning stage before the 
implementation, similarly, she has argued that Translanguaging where L1 and L2 are 
considered in conjunctions each other, is crucial when planning a lesson for very young 
learners under this dynamic bilingual education model. 
 
GFSCC 
Entrevistador: ¿Planeó usted su clase completamente en inglés? 
Profesor: “[…] hay muchas cosas que yo si las planee en inglés; si… se da la 
necesidad de usar el español para dar ciertas instrucciones para uno hacerse 
entender mejor de los niños y controlarlos [...] los niños están muy pequeños y si 
no manejan su idioma entonces, pues yo mezclo español con inglés toca hacerlo 
con ellos de esa manera.” 
     Teacher points out that given the students age, and the mother language development 
allows her to promote, improve and develop both languages in the lessons; therefore, 
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activities and tasks also need to be carefully selected. Regarding this, Velasco & Garcia 
(2014), highlight that:  
“Translanguaging as pedagogical practice, does not view the languages used in 
the classroom as separate linguistic systems. The term stresses the flexible and 
meaningful actions through which bilinguals select features in their linguistic 
repertoire in order to communicate appropriately”. (p.7). 
     From previous participant interventions and viewpoints, it is possible to recognize 
that practices that promote planning strategies and pedagogies such as Translanguaging, 
which give a correct value and use to students’ cultures and background knowledge can 
promote language development for both mother and target language, as pointed out by 
Baker “the teacher can allow a student to use both languages, but in a planned, 
developmental and strategic manner, to maximize a student’s linguistic and cognitive 
capability, and to reflect that language is sociocultural both in content and process” 
(Baker, 2011, in Baker et al, 2012). 
 
 
 
 
8. CONCLUSIONS 
  
The present study planned to examine the general impact on students and also 
teachers´ perceptions towards the use of Content Language Integrated Learning together 
with Translanguaging within a dynamic bilingual education model being implemented 
in a state school in Pereira. Based on the research questions presented to conduct the 
current study, it was possible to identify three findings according to the information 
collected and the analysis and categorization done. The necessary data for the study was 
collected using the previously mentioned methods. 
First we intended to find out find out the impact evidenced upon the 
implementation of a dynamic bilingual education program based on CLIL and 
Translanguaging. By reviewing the data gathered, It has been found that even though 
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results do not show a high proficiency level in terms of language, the lesson 
implementations as well as the continued use of CLIL and Translanguaging in this 
dynamic bilingual education model has help students and teachers to gain experience 
and improve the language skills, therefore, it can be concluded that its continuation 
foster positive practices in terms of language development as well as proficiency level 
increase of the students and teachers participating in this study. 
Furthermore, several aspects that have been identified through the process in 
relation to the implementation of this dynamic bilingual education model at the selected 
public institution in Pereira will be developed and reviewed in detail through this 
chapter. One of them refer to students´ language development in the based on the 
implementation of the CLIL and Translanguaging lessons and also on the results of a 
placement test applied to both primary and secondary students being taught under this 
model. (OOYPT & OOP) 
       In the same vein, perceptions of the teachers involved in the implementation of the 
dynamic bilingual education model, towards their implementation, teaching / Learning 
processes of a second language using Translanguaging and Content Language 
Integrated Learning were also reviewed. First, the purpose of the study was to explore 
on the teacher- participants perceptions towards the aforementioned bilingual education 
model. We collected several of their impressions and view-points using the different 
methods, which are further explained in the methodology chapter of the present study.  
     One of the perceptions of the teacher- participants of the study was their concern 
regarding their language proficiency, which they consider needed further training to 
keep improving their command over the methodology in order to keep carrying out 
institutional projects where the knowledge and abilities of the participants are developed 
due to the multidisciplinary work leading to a successful implementation of the 
bilingual education model based on CLIL and Translanguaging (Manzur & Ramirez. 
2014); however, it was also mentioned by them that the training they have been 
receiving since the beginning of the whole project made them grow professionally 
evidencing from teacher’s point of view that this study  contributed to also add new 
practices to their practicum. Furthermore, the participants highlighted the importance of 
innovation into their classes and exposing students to non- conventional methodologies. 
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     Teachers–partcipants of the implementation of the bilingual education model 
suggested that the project brought them more empowerment to generate new ideas when 
teaching the required topics within their classes by applying new techniques in order to 
facilitate students´ learning and promoting motivation and interest at the same time.  
  
     Second, teachers mentioned the great change on student’s mindset regarding English 
language learning since they mentioned these kinds of classes presented them with 
plenty of opportunities to improve their linguistic competence. Also, they had an 
increase in their language abilities due to their permanence in the process. Participants 
pointed out that the methodology in this dynamic bilingual education model was useful 
for both teachers and students language learning since they increased their language 
competences by being in the classes. 
Reactions of students involved in the implementation of the bilingual education 
model based on CLIL and Translanguaging were the third main aspect to figure out. We 
took mainly into account is the impact that the implementation of this model based on 
Translanguaging and Content and language integrated learning has in the students’ level 
of proficiency. Since the change project started to be implemented in the school where 
the research was conducted, CLIL and translanguaging have become the main tools for 
teachers to teach English to students. In previous chapters a description of the process 
was done, in this research, the evaluation of the process of implementation took place 
and one of the sources to complete that evaluation was a placement test that sought for 
the results about students’ language development.  
Regarding students’ performance in the oxford online placement test (OOPT) 
the results were varied; however, they, in general, were positive since the majority of 
the students got excellent grades in the exams which helped them to be classified into 
different levels according to the Common European Framework of Reference for 
languages (CEFR). It is noticeable in the findings that students level of proficiency have 
improve since the 56% of the students achieve the levels A1, A2 and B1 that are 
categorised in the “Guia 22” published by Colombian ministry of education as Beginner 
(A1), elementary (A2) and pre intermediate (B1) which help us to know that there is an 
advance in students level of proficiency and that they have improved due to the 
implementation of this project because it is evidenced that the majority of the students 
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achieve a good level that is close to the ministry of education standards which state that 
at the end of primary school students should get an A2 level and at the end of the high 
school they should develop a B1. Al. 
Although there are some cases where the students stay in the same level (A0), 
the fact that more than the half of the students are in the A1 to B1 level is something to 
consider as a positive factor of the implementation since the improvement of the 
students it is evidenced, they started in the process with the same level of English and 
now most of them are developing successfully their language skills.  
In addition, the test shows the results of the students into two different skills: 
listening and use of English. The use of English test results were different since in this 
case the students that achieve and A1, A2 or B1 (30%) where less than the ones that 
were categorised in A0 (70%), that is to say that in this skill students need to continue 
working since they need to improve; however the impact of the project is evidenced 
inasmuch as the percentage of the students with improvement continue being important. 
In terms of the listening test, the students that achieve an A1 and A2 were the 43% of 
students which is a better result that they achieve in the use of English test. 
            All in all, the implementation of CLIL and Translanguaging has represented an 
opportunity for students to improve their language skills. Although the results in some 
cases could be interpreted as insufficient because of the percentages they have, it is 
clear that the implementation is working. Being in a community where it is difficult to 
attend classes, to be focused on the topics since there are some other problems caused 
by the context in which they need to live; however, having this results were students in 
the general results of the test achieve A1, A2 and B1 is something that allows us think 
that the process is being successful and that in the future, the results will still improving. 
5.3 OXFORD ONLINE PLACEMENT TEST RESULTS 
 
      After the implementation of this Project based on CLIL and translanguaging an 
online placement test was made in order to know the impact achieved in the students’ 
language development. It is important to point out that before the implementation 
students’ level of proficiency was low. The project has being implemented since 2010 
in two of the “mega schools” of Pereira one located in a commune called Malaga and 
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the other located in Tokio, but this analysis is based on the data collected in the school 
Jaime Salazar Robledo located in Tokio. 
      First, the results will be presented in general taking into account all the skills as well 
as all the students’ performance, after that, the data collected by each test: the OOPT 
and the OYLPT divided into skills. Something to take into consideration is that the 
skills tested in this exam are listening and use of English. However, it implicitly tests 
more than that, it tests on vocabulary and some expressions in English. In terms of 
results, they are generated at the end of the test which gives us the opportunity to know 
immediately students’ performance based on the scale provided by the common 
European Framework of reference for languages (CEFR) which is a source used all 
around the world to categorise the level of proficiency of language learners. In 
Colombia there are some standards created by the ministry of education in order to let 
the people know what are the skills and level that students in different grades should 
have; those standards are condensed in a book called “la guia 22” which is created 
taking as starting point the CEFR. 
      In the following graphic the general results of the exam are presented, these results 
are classified in to the scale of the common European framework as it was mention 
above. 
 
      Taking into account the results presented in the previous graphic, most of the 
students are in the A level, but most of them are classified in A1 and some of them are 
in A2, and B1 level reaching the 56% of the participants of the test; however, the other 
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44% stay in the A0 level. Therefore, most of the students are in the levels beginners or 
elementary according to the classification done by the exam (A0=44%, A1=54%). 
However, some other students are classified as pre-intermediate and intermediate 
learners (A2=1% and B1=1%). It is something positive since “la guia 22” states that the 
level that the students should have at the end of the primary school should be A2 and at 
the end of the secondary should be B1 and as it is evidenced in more than the half of 
cases students achieve those to levels. The following are the results acquired by each 
level of education. First, the primary students’ general results and after that those results 
divided into skills. 
5.3.1 General students’ results 
 
      In the graphic above the general results for the use of English test are presented. In 
this case, most of the students from the school achieved the A0 level (70%), but some 
other students achieved an A1 level (25%). In contrast, some other students got a better 
score that allowed them to achieve an A2 level (4%). Finally, other students got a B1 
level (1%). It is noticeable that although the majority of the students still in level A0, 
there is an advance in terms of proficiency since 30% of the students are classified as 
elementary, pre-intermediate and intermediate learners taking into account the CEFR 
score that say that in some cases they still having some basic mistakes. 
      In the following graphic the general results of the listening part of the test are 
presented, it is important to remember that this results take into account the data 
collected in both primary and secondary. 
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      The results above show the students’ performance in listening. What is evidenced in 
this case is that some students had good results in the test since they achieve level A1 
(39%) and some others level A2 (4%). In some other cases, they reached an A0 level 
(57%). Although the results are higher in the A0 level, there is an important percentage 
of students that achieve an elementary and pre-intermediate according to the CEFR. The 
following are the results divided into the levels of education (primary and secondary) 
5.3.2 Primary results 
      In primary the type of test implemented was different from the one used in 
secondary in this case it was the OYLPT which is the test that oxford university used to 
test young learners level of English. 
 
      The general results in primary show that most of the students in primary still in the 
A0 level. Nonetheless, almost half of the primary students got an A1 level which is 
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close to what the ministry of education in “la guia 22” asks from schools to achieve 
with the students at the end of the primary. 
 Results by skills 
 
      In this graphic, the performance of the students in the use of English component is 
presented. It is evidenced that and important number of the students got either A1 (32%) 
or A2 (10%) level of proficiency while 58% got an A0 in this skill. To sum up, there is 
an 
adva
nce 
in 
some 
cases
, 
almo
st 
half 
of 
the students got a good score in the exam. 
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       Regarding listening in primary, the results show that although the majority of the 
students are classified in the A0 level (77%), some other students achieve A1 (19%) and 
A2 (3%) level which shows that in some cases students are improving their language 
proficiency. After analyzing the results in primary, the following part will be focused on 
the data collected in secondary 
5.3.3 Secondary Results 
 
      In secondary, the results were more diverse than in primary as evidenced in the 
previous graphic. In this case, the majority of the students reach the levels A1 (52%), 
A2 (1%) and B1 (1%) and some others were classified in A0 level (46%). Overall, the 
results show that most of the students were in elementary, pre-intermediate and 
intermediate level. 
 Results by skills 
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      In terms of the use of English part, what is noticeable is that most of the students got 
an A0 level (74%). However, in some other cases students got an A1 (23%), A2 (2%) 
and B1 (1%) level. That is to say that an important number of students got good results 
in the test achieving an elementary, preintermediate, and intermediate level. Finally, the 
results of listening are presented in the following part. 
 
      In this case students listening skill is divided into three different levels. Although 
half of the students were classified in beginner level (A0), the other half of them were 
classified into Elementary (A1) and the other 4% students were placed in pre-
intermediate course. 
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6. LIMITATIONS 
 
      The implementation of the afore mentioned bilingual education model for this 
research study was carried out in a specific context, leading us to imply that it some 
limitations might  found on several aspects of the study. First of all, it must be worthy to 
remember that the participants of the study where teachers and students all part of a 
state school in Pereira Colombia. Consequently, the conclusions drawn from this 
research study could not be generalized to other any other schools in the region; 
however, some general conclusions have been made, but the findings are specifically 
applicable to mentioned setting. That being said, there are limitations we will explain 
further in this chapter. Such limitations that we faced thought the performance of this 
research study may limit the application of the data collected, even within this specific 
context.  
 
      The first limitation we found is the amount of time required by participants to carry 
out their CLIL and Translanguaging implementations. For this matter, we highlight time 
as all aspects related to amount of language training and content designing which also 
imply lesson planning and the actual implementation of each class. This aspect was a 
one of the limitations stated by the participants as they mentioned they needed more 
training in language and lesson planning; however, it was something that difficult due to 
the fact that participants had several responsibilities to carry out within the school as 
well; consequently, meaning that the time they had to devote to training limited to 
certain sessions a week; furthermore, the fact that they had a large work load outside of 
the project meant that they could not dedicate a lot of time to developing the activities 
required for the project, which in turn would have had an effect on their CLIL 
implementation experience as was also found in previous stages of the project. 
 
      A second major challenge observed by the researchers was participant’s reluctance 
regarding the implementation of CLIL and Translanguaging in their classes. As stated in 
previous stages of the whole project and before on the findings of this study, teachers 
participants of this study had also different responsibilities with other school 
assignments that require from their attention and time as well. Most of the others 
assignments are implemented by school directives aiming to make more appealing 
students’ experience at the school; however, these projects are generally mandatory for 
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teachers, meaning that they are just told the project the must be part of and that is it, 
meaning a shortage on their free time while having an extra workload. This had a 
negative effect on the implementations since we had teachers involved against their own 
will even if they did not enjoy the process. Furthermore, attitudinal limitation perceived 
by the researchers was some participants response to towards the having their subjects 
into English language. It is worth mentioning that the issues regarding attitude were not 
something repeated in all the teachers, but particularly the older participants; some 
stating at times that English simply was not their thing. This meant that, like those who 
were there because they had to be, they did not manage to develop all the proposed 
activities as expected, including their CLIL implementation sessions. 
 
      Finally, a limitation that additionally was a general concern shared by the 
participants was the availability of materials and resources when planning their classes 
and when implementing them. Firstly, it was challenging for the teachers to find 
material for their chosen topics meaning that they often had to create the material 
themselves. This is lead us to consider that studies and material on this methodology are 
something that needs to be studied and developed further; however, this issue was tried 
to be improved by having support teachers along with the in-service teachers of the 
school to help them plan classes and design the materials needed. Furthermore, the 
actual resources available to the teachers at the schools such as TVs, computers, video 
beams, speakers, etc. were limited; for that reason, limiting their options when 
implementing CLIL sessions. In this sense, it may be stated that the results found are 
somewhat limited due to the lack of an ideal implementing context. 
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7. RESEARCH AND PEDAGOGICAL IMPLICATIONS 
 
      This study allowed the researchers to document the implementation of CLIL and 
Translanguaging within a dynamic bilingual education model in a Colombian context. 
This was framed on the project “CHANGE”, where two state schools were intervened. 
Throughout the implementation of the bilingual model, the opportunity of being 
involved in the process was evident, allowed participants to reflect and helped teachers 
to analyse the lesson plans they were designing to making suggestions and giving 
recommendations about the CLIL lessons. Such involvement was enriching for them, as 
they could evidence the challenges they have to face implementing this methodology 
regarding lack of content and language proficiency and materials. 
 
      What the researchers intend to share through this research is a study applied on the 
Colombian context, which allows the readers to have insights regarding the implications 
of CLIL and Translanguaging implementation inside the classroom and the application 
of a bilingual education model, specifically a heteroglossic, dynamic model as proposed 
by Garcia (2009), in terms of reception, challenges, resources, analysis and reflections 
of content and language teachers. However, due to the limitations of this study, which 
were previously stated, further studies must be carried out. First, the training process of 
teachers in methodology and second language should continue as long as the project is 
being implemented. Second, there has to be a non-stop bong between content and 
English teachers to guarantee a continuous implementation of the methodology 
according to the contents proposed in the study plan.  
 
      Similarly, there are several pedagogical implications which must be considered as a 
result of this research study. In the first place, the most obvious implication is that 
through the success of this study, it has been shown that it is possible to implement a 
bilingual program in underprivileged areas, and that second language learning is not 
only for the higher classes, as explained in the statement of the problem. This study has 
shown that through the correct training of teachers in both language and content to be 
taught, it is possible to reach a level of bilingualism. In this sense, it can be regarded as 
a program that can be applied in several contexts, and perhaps expanded even though 
further studies must be done. It could be integrated more thoroughly in the school 
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curriculum, rather than only with some of the teachers, who were free to teach whatever 
content they wanted.            
       This way, specific topics and language aspects could be taught at specific, 
previously planned, moments throughout the school curriculum. This level of 
organization and connection between the different areas could mean an even more 
successful implementation of the program. 
 
      In order for this to be carried out, it is necessary for teachers to get together and 
plan a curriculum which they would follow, integrating each other’s subject areas. In 
this sense, if this type of program is applied elsewhere, it would be necessary to train 
teachers in the correct steps for planning a CLIL lesson. This is an aspect which brings 
up further elements, including materials, and time required to carry it out.  
 
     As we already mentioned, an important implication we could draw from this study is 
related to the development of authentic material for CLIL lessons in the Colombian 
context. This must be done by actual English teacher where they come together to plan 
and design CLIL material according to their personal experiences, in this way creating a 
bank of material which could be further used and developed by future teachers. 
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8. CONCLUSIONS 
  
The present study planned to examine the general impact on students and also 
teachers´ perceptions towards the use of Content Language Integrated Learning together 
with Translanguaging within a dynamic bilingual education model being implemented 
in a state school in Pereira. Based on the research questions presented to conduct the 
current study, it was possible to identify three findings according to the information 
collected and the analysis and categorization done. The necessary data for the study was 
collected using the previously mentioned methods. 
First we intended to find out find out the impact evidenced upon the 
implementation of a dynamic bilingual education program based on CLIL and 
Translanguaging. By reviewing the data gathered, It has been found that even though 
results do not show a high proficiency level in terms of language, the lesson 
implementations as well as the continued use of CLIL and Translanguaging in this 
dynamic bilingual education model has help students and teachers to gain experience 
and improve the language skills, therefore, it can be concluded that its continuation 
foster positive practices in terms of language development as well as proficiency level 
increase of the students and teachers participating in this study. 
Furthermore, several aspects that have been identified through the process in 
relation to the implementation of this dynamic bilingual education model at the selected 
public institution in Pereira will be developed and reviewed in detail through this 
chapter. One of them refer to students´ language development in the based on the 
implementation of the CLIL and Translanguaging lessons and also on the results of a 
placement test applied to both primary and secondary students being taught under this 
model. (OOYPT & OOP) 
       In the same vein, perceptions of the teachers involved in the implementation of the 
dynamic bilingual education model, towards their implementation, teaching / Learning 
processes of a second language using Translanguaging and Content Language 
Integrated Learning were also reviewed. First, the purpose of the study was to explore 
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on the teacher- participants perceptions towards the aforementioned bilingual education 
model. We collected several of their impressions and view-points using the different 
methods, which are further explained in the methodology chapter of the present study.  
      
     One of the perceptions of the teacher- participants of the study was their concern 
regarding their language proficiency, which they consider needed further training to 
keep improving their command over the methodology in order to keep carrying out 
institutional projects where the knowledge and abilities of the participants are developed 
due to the multidisciplinary work leading to a successful implementation of the 
bilingual education model based on CLIL and Translanguaging (Manzur & Ramirez. 
2014); however, it was also mentioned by them that the training they have been 
receiving since the beginning of the whole project made them grow professionally 
evidencing from teacher’s point of view that this study  contributed to also add new 
practices to their practicum. Furthermore, the participants highlighted the importance of 
innovation into their classes and exposing students to non- conventional methodologies. 
     Teachers–partcipants of the implementation of the bilingual education model 
suggested that the project brought them more empowerment to generate new ideas when 
teaching the required topics within their classes by applying new techniques in order to 
facilitate students´ learning and promoting motivation and interest at the same time.  
     Second, teachers mentioned the great change on student’s mindset regarding English 
language learning since they mentioned these kinds of classes presented them with 
plenty of opportunities to improve their linguistic competence. Also, they had an 
increase in their language abilities due to their permanence in the process. Participants 
pointed out that the methodology in this dynamic bilingual education model was useful 
for both teachers and students language learning since they increased their language 
competences by being in the classes.  
Reactions of students involved in the implementation of the bilingual education 
model based on CLIL and Translanguaging were the third main aspect to figure out. We 
took mainly into account is the impact that the implementation of this model based on 
Translanguaging and Content and language integrated learning has in the students’ level 
of proficiency. Since the change project started to be implemented in the school where 
the research was conducted, CLIL and translanguaging have become the main tools for 
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teachers to teach English to students. In previous chapters a description of the process 
was done, in this research, the evaluation of the process of implementation took place 
and one of the sources to complete that evaluation was a placement test that sought for 
the results about students’ language development.  
Regarding students’ performance in the oxford online placement test (OOPT) 
the results were varied; however, they, in general, were positive since the majority of 
the students got excellent grades in the exams which helped them to be classified into 
different levels according to the Common European Framework of Reference for 
languages (CEFR). It is noticeable in the findings that students level of proficiency have 
improve since the 56% of the students achieve the levels A1, A2 and B1 that are 
categorised in the “Guia 22” published by Colombian ministry of education as Beginner 
(A1), elementary (A2) and pre intermediate (B1) which help us to know that there is an 
advance in students level of proficiency and that they have improved due to the 
implementation of this project because it is evidenced that the majority of the students 
achieve a good level that is close to the ministry of education standards which state that 
at the end of primary school students should get an A2 level and at the end of the high 
school they should develop a B1. Al. 
Although there are some cases where the students stay in the same level (A0), 
the fact that more than the half of the students are in the A1 to B1 level is something to 
consider as a positive factor of the implementation since the improvement of the 
students it is evidenced, they started in the process with the same level of English and 
now most of them are developing successfully their language skills.  
In addition, the test shows the results of the students into two different skills: 
listening and use of English. The use of English test results were different since in this 
case the students that achieve and A1, A2 or B1 (30%) where less than the ones that 
were categorised in A0 (70%), that is to say that in this skill students need to continue 
working since they need to improve; however the impact of the project is evidenced 
inasmuch as the percentage of the students with improvement continue being important. 
In terms of the listening test, the students that achieve an A1 and A2 were the 43% of 
students which is a better result that they achieve in the use of English test. 
            All in all, the implementation of CLIL and Translanguaging has represented an 
opportunity for students to improve their language skills. Although the results in some 
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cases could be interpreted as insufficient because of the percentages they have, it is 
clear that the implementation is working. Being in a community where it is difficult to 
attend classes, to be focused on the topics since there are some other problems caused 
by the context in which they need to live; however, having this results were students in 
the general results of the test achieve A1, A2 and B1 is something that allows us think 
that the process is being successful and that in the future, the results will still improving.  
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9. APPENDICES 
9.1 APPENDIX 1 – Consent Forms 
Pereira,  15 de Agosto de 2014 
Señor(a) 
Acudiente estudiante XXXXXXXXXX 
 
Ciudad 
 
Cordial saludo,  
 
El proyecto “Change” (cambio) es el modelo de educación bilingüe que se ha venido 
implementando en la Institución Jaime Salazar Robledo. Dicho modelo representa la 
enseñanza en inglés de materias como ciencias naturales, matemáticas y ciencias 
sociales. En su primera fase se realizó un programa de capacitación a los docentes en 
este modelo y en inglés, en su segunda fase se realizó la implementación de éste. Ahora, 
el proyecto está en la fase de evaluación la cual es sobre el impacto en el proceso de 
aprendizaje de los estudiantes. 
 Mediante la presente, comedidamente le solicitamos su permiso para recolectar 
información del / de la estudiante XXXXXXXXX, garantizamos que dicha información 
es estrictamente reservada a la recolección de datos para el grupo de investigación y 
usted puede acceder a ella en cualquier momento, además el nombre de su acudida 
nunca será divulgado, simplemente se busca obtener una fuente primaria.  
 
 
Agradeciendo su comprensión y colaboración. 
Atentamente,  
 
 
 
______________________________            _______________________________  
Marino Alzate Salazar                                 Enrique Arias Castaño 
Rector I.E. Jaime Salazar Robledo          Director Proyecto “Change”  
Firma: 
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Nombre acudiente: 
Cédula:           
 
9.2 APPENDIX 2 -  General Agreement Document  
 
Pereira,  Octubre 22 de 2014 
 
ACTA DE CONSENTIMIENTO 
 
 El presente documento deja constancia de que los estudiantes listados a continuación  
harán parte del proceso de evaluación correspondiente a la fase tres del proyecto 
“CHANGE” que se realizará en los próximos meses en la institución educativa Jaime 
Salazar Robledo del barrio Tokio de la ciudad. 
El proyecto “Change” (cambio) es el modelo de educación bilingüe que se ha venido 
implementando en la Institución  Jaime Salazar Robledo. Dicho modelo representa la 
enseñanza en inglés de materias como ciencias naturales, matemáticas y ciencias 
sociales.  
En su primera fase se realizó un programa de capacitación a los docentes en este modelo 
y en inglés, en su segunda fase se realizó la implementación de éste. Ahora, el proyecto 
está en la fase de evaluación la cual es sobre el impacto en el proceso de aprendizaje de 
los estudiantes. 
 
 
 
 
 
 
______________________________            _______________________________  
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Marino Alzate Salazar                                 Enrique Arias Castaño 
Rector I.E. Jaime Salazar Robledo          Director Proyecto “Change” 
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